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Studies with English language learners have demonstrated that the genre-based approach 
to writing informed by systemic functional linguistics (SFL) provides teachers and students 
support during reading and writing instruction. Nevertheless, in foreign language (FL) contexts, 
research on the application of this approach is still in its infancy. Additionally, there are no 
studies done in the less commonly-taught languages context, such as Arabic.  
This mixed methods study investigated the application of the genre-based approach in a 
second semester university level Arabic class with 15 students during a three-week unit of study. 
The purpose of this study was to (1) conduct a functional grammatical analysis of the Arabic 
Recount genre, (2) document the qualitative and quantitative changes in students’ writing of an 
Arabic Recount genre after the genre-based approach was implemented compared to students’ 
initial writing, (3) examine the relationship between learning to write a Recount and reading a 
Recount in the same genre, and (4) observe the metalanguage students used during the joint 
construction of a Recount with their instructor. Data came from pretest and posttest scores of a 
written Recount, reading comprehension test scores of a Recount, a post-study survey, 
transcription of video-taped genre-based lessons, and an SFL analysis of pretest and posttest for 
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v 
a focal group of students. Findings revealed that students’ Recount genre writing significantly 
improved on the posttest compared to the pretest because of the genre-based approach to writing 
the Recount. The qualitative analysis for the pretest and posttest corroborated the statistical 
analysis and depicted the lexico-grammatical variations and challenges in students’ Recount 
writing, indicating the features that would need additional emphasis during instruction.  
Findings also showed that there was no relationship between the writing of a Recount and 
reading a text in the same genre, which pointed to the need for scaffolding of explicit instruction 
in reading various genres.  Additionally, findings on the metalanguage use showed that 
metalanguage served as a functional, rather than formal, concept.  Discussion of the pedagogical 
and research implications of the findings indicates valuable areas for future research.   
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1.0  INTRODUCTION 
1.1 MOTIVATION FOR THE STUDY: A SOCIETAL PERSPECTIVE 
Recent political tensions have underscored the need to eliminate misunderstandings and 
rebuild trust between Arab and Western cultures. One way of addressing this need is through the 
teaching and learning of the Arabic language and its cultures that has seen an increase in demand 
at the university level in the United States. This growing demand for learning Arabic and its 
cultures presented new challenges for university Arabic language programs. Arabic programs 
were suddenly populated with a diverse body of students (i.e., heritage and non-heritage 
speakers) and were faced with a lack of trained teachers and a scarcity in instructional materials 
and pedagogies (Al-Batal & Belnap, 2006). More specifically, the Modern Language 
Association’s last surveys conducted in 2006 and 2009 showed that student enrollment in Arabic 
language classes grew 126.5% between 2002 -2006 and 46.3% between 2006-2009 (Furman, 
Goldberg, & Lusin, 2010). As a result of this increase in enrollment, programs were obligated to 
hire untrained native Arabic speakers to teach college level courses. Furthermore, from my own 
experience teaching Arabic in several institutions of higher education in the US, those teachers 
either relied on the approaches they were familiar with from their own schooling or only focused 
on aspects of the language that they felt comfortable to teach, ignoring other aspects, such as 
teaching culturally informed written literacy skills.  
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1.2 MOTIVATION FOR THE STUDY: A SITUATIONAL PERSPECTIVE  
In Arabic as FL classrooms, the teaching of writing, often, takes the form of several 
cycles of write—give feedback—edit. The feedback from the teacher usually emphasizes 
correctness of form (e.g., Moore & Schleppegrell, 2014), as seen in Figure 1 below (translation 
to English in Appendix A).   Figure 1 illustrates a first draft from a second-semester writing task 
in an Arabic language program at a large research university in the United States. This draft is a 
response to the following prompt from the textbook: “write a paragraph of at least fifty words 
describing what your [city] ﮫﻨﯾﺪﻣ has to offer, using [the preposition ‘in’ and the object pronoun 
‘it’] ﺎﮭﯿﻓ and [nominal sentence] ﮫﯿﻤﺳﻻا ﮫﻠﻤﺠﻟا with fronted [predicate] ﺮﺒﺧ” (Brustad, Al-Batal, & 




                  Figure 1. Writing Sample from a Second Semester Arabic Class at the University Level 
  ق   = [grammar] 
 ص = [verb conjugations] 
 م    = [gender] 
 ك   = [spelling] 
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For this writing task, Ms. D. (pseudonym), the instructor, corrected errors using a coding 
system (as shown at the bottom of Figure 1) agreed upon with her students. The codes are 
centered on correcting the grammatical and spelling errors. Although these errors might interfere 
with the text’s communicating a description of the student’s city clearly, the relationship between 
language and the adequate exploration of the topic is deeper than simply correcting these surface 
level errors (e.g., Achugar, Schleppegrell, & Oteiza, 2007). This relationship requires a 
connection between the language and the social context, both cultural and situational, in which 
the language occurs (e.g., Achugar & Schleppegrell, 2005; Achugar et al., 2007; Donato, 2016; 
Halliday & Matthiessen, 2014; Martin, 2009). 
Thus, this study is mainly motivated by the necessity to address: (1) the pedagogical 
demand in Arabic programs at the university level, (2) the teaching of culturally informed 
writing, and (3) the lack of research on students’ writing in Arabic as a foreign language (FL). 
1.3 BACKGROUND FOR THE STUDY 
Recently, genre theories have contributed to a paradigm shift in teaching writing (Johns,  
2002). In the new paradigm, texts (i.e., instantiations of genres) are the centerpiece for 
instruction and are seen as purposeful social and cultural practices that involve predictable 
language patterns. This new paradigm emerged from three traditions:1 (1) the New Rhetoric, (2) 
English for Specific Purposes, and (3) the Genre theory of the Sydney School based on systemic 
functional linguistics (SFL). In the New Rhetoric tradition, the focus is on the linguistic features 
                                                 
1 For a detailed comparison of the three traditions, see Hyon (1996) and Hyland (2004). 
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of the genre (e.g., Bhatia, 1993). In the English for Specific Purposes tradition, the social context 
of the genre is the focus (e.g., Miller, 1984).The Genre theory of the Sydney School brought 
together the linguistic features (i.e., lexico-grammar), the social, and cultural context in which 
the genre occurs (Halliday & Matthiessen, 2014; Martin, 2009; Martin & Rose, 2008). In 
combining the strengths of the New Rhetoric and English for Specific Purposes approaches, the 
SFL genre-based approach can be particularly useful in informing writing instruction in a 
language other than the students’ first language. By using this approach, writing teachers are able 
to teach and understand writing as language systems that contribute to the meaning of the text in 
a sociocultural context (Achugar et al., 2007; Hyland, 2003, 2007). In addition to aiding teachers, 
the pedagogical approach based on SFL Genre theory (i.e., the genre-based approach informed 
by SFL) suggests that it is the learner’s engagement with understanding the meaning of the text 
in its social context that expands the learner’s potential for meaning-making in the target 
language. 
The research on the genre-based approach to teaching socio-culturally informed writing 
in the US and other countries has demonstrated the support that this approach can provide to 
English-as-second-language teachers and their learners as well as FL teachers and their learners 
(e.g., Byrnes, 2009; Byrnes, Maxim, & Norris, 2010; Christie & Derewianka, 2008; Martin, 
2009; Ramos, 2012; Schleppegrell, 2010; Schleppegrell & Go, 2007; Troyan, 2013; Unsworth, 
2000).  Given the benefits of this approach, I furthered the work in this field by investigating the 
application of the genre-based approach in a new context, Arabic as a less-commonly-taught 
language at the university level in the United States. 
 In a three-week mixed-methods study, I investigated the effect of the genre-based 
approach on 15 students’ Recount genre writings using both qualitative and quantitative methods 
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of analysis, in a second-semester Arabic language course at the university level.  The analysis of 
an authentic model text informed the design of the genre-based approach and analysis of the 
data. Data came from the written Recount pretest and posttest, the video recordings of lessons, 
the post-study survey, and the observer’s field notes. The findings revealed pedagogical 
implications to the teaching of foreign languages, specifically for Arabic as a less commonly-
taught language, which are discussed in Chapter 5. 
1.4 PURPOSE OF THE STUDY AND RESEARCH QUESTIONS 
The major goals for this study are: (1) to depict the stages and lexico-grammatical 
features of the Arabic Recount genre, (2) to investigate and understand students’ writings of the 
Recount genre quantitatively and qualitatively after the genre-based approach was implemented 
compared to their initial written texts, (3) to examine the relationship between learning to write a 
Recount and reading a Recount in the same genre, and (4) observe the metalanguage students 
used during the joint construction of a Recount with their instructor. 
In order to accomplish this, my dissertation sought to answer the following five research 
questions: 
Research Question 1: 
What are the linguistic demands of the Recount genre in Arabic? 
a. What are the stages of the Recount genre in Arabic?` 
b. What are the lexico-grammatical features for each stage of the Recount genre? 
Research Questions 2:  
6 
What is the difference in students’ writing of the Recount genre before the genre-based 
instruction compared to their writing after the genre-based instruction as measured on the 
genre-based instrument?  
Research Question 3:  
What are the stages and the lexico-grammatical characteristics of the Recount genre that 
a focal group of students are able to use after instruction in the genre-based approach as 
compared to the lexico-grammatical characteristics they used before the genre-based 
instruction? 
Research Question 4:  
To what extent students’ reading comprehension of a Recount text reflected their 
understanding of the Recount genre after the genre-based approach for teaching the 
writing of a Recount was implemented? 
Research Question 5:  
How did the instructor and the students use the metalanguage of Systemic Functional 
Linguistics during the joint construction stage of the Recount genre?  
5a. How did the focal group of students describe the purpose and linguistic features of     
 Recount genre?  
The genre-based unit in this study sought to explicitly teach students to write a Recount 
of habitual events (henceforth referred to as the Recount) by making the stages and lexico-
grammatical features typical to this Recount visible to students. The instructional approach was 
informed by the genre-based approach of the Sydney School ((Martin & Rose, 2008; Rose & 
Martin, 2012; Rothery, 1989, 1996a), known as the teaching/learning cycle (explained in Chapter 
2).  
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1.5 THE SIGNIFICANCE OF THE STUDY 
The significance of this study is its contribution to the Arabic language education field 
and the Arabic language teacher preparation field. First, the study provides an SFL analysis of 
the lexico-grammatical features and stages of the Recount genre in Arabic. FL teachers may use 
this analysis to explicitly teach the writing of this genre by making organizational and linguistic 
characteristics visible to students.  Teacher educators may also use this analysis to model the 
explicit teaching of Recount features. 
Second, this study furthers our understanding of the effect of the genre-based approach 
(informed by SFL analysis) in a new context, Arabic as a less commonly-taught language, a 
context in which the genre-based approach has not been explored before. Thus, it contributes to 
our understanding of how explicit and systematic linguistic instruction supports students’ 
learning of the stages and lexico-grammatical features of the Arabic Recount. At the same time, 
the findings from the analysis of students’ writings identify the features of the Recount that may 
need more emphasis during instruction.  Third, the genre-based approach to writing enables 
students to write culturally appropriate texts (Rose & Martin, 2012), exhibiting cultural 
knowledge in the form of a particular written genre. Therefore, this study contributes to the 
design of FL writing pedagogies that meet the American Council on the Teaching of Foreign 
Languages (ACTFL) standards, both the presentational standard of the Communication goal area 
as well as the standards of the Culture goal area (National Standards in Foreign Language 
Education Project., 2013).  
Fourth, this study contributes to understanding how students use metalanguage as a 
formal or functional concept (Greeno, 2012) during the composition of the Recount. Fifth, it 
8 
adds to our understanding of whether the scaffolding of explicit writing instruction during the 
teaching/learning cycle supports students’ reading comprehension of the same genre.   
In the next chapter, Chapter 2, I explain the theoretical background underpinning the 
genre-based approach to writing. I also provide a synthesis of the research regarding the 
application of the genre-based approach to second language and foreign language education.  In 
Chapter 3, I describe the context of the study, the design of the genre-based unit of instruction, 
the data sources, the instrumentation for data collection, as well as the methods for data analysis.  
In this chapter, I also describe the characteristics of the Arabic Recount genre that was used in 
the analysis. In Chapter 4, I present my quantitative and qualitative findings, and, in Chapter 5, I 
discuss the findings and their implications to teaching and learning writing skills in Arabic.   
9 
2.0  THEORETICAL BACKGROUD 
2.1 THEORETICAL BACKGROUND FOR THE GENRE-BASED APPROACH  
2.1.1 Systemic Functional Linguistics (SFL)  
Systemic functional linguistics (SFL) is a theory of language based on the work of M. A. 
K. Halliday. For this theory, language is considered a social semiotic (Halliday, 1978) and is 
based on two main tenets: language as functional and language as meaning-making. The 
functional approach to language is attentive to how people use language in context and how 
language is structured for use (Eggins, 1994; Halliday, 1978; Halliday & Matthiessen, 2014). 
People use language related to social contexts and the organization of language is closely linked 
to satisfying human beings’ needs in their respective societies. In other words, language evolves 
and is reshaped because of how we use it. In this respect, SFL’s functional orientation implies an 
intimate relationship between language and society (Christie & Unsworth, 2005; Halliday, 
McIntosh, & Strevens, 1965). This relationship is so intimate that it is described as dialectical 
(Hasan, 1996).  
Additionally, SFL views the structure of language as a set of semantic systems, in which 
language functions as a tool for meaning-making (Halliday, 1978). Meaning is realized through 
the systemic choices the speaker or writer makes within the system available to him/her in a 
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particular context (Eggins, 1994;Halliday & Mattheissen, 2014; Thompson, 1996), and it is 
“instantiated” in a text (Halliday & Mattheissen, 2014, p.27). That is to mean that texts are 
manifestations of instances of the language system and its culture. A text can range from a note 
to a friend to a more elaborate text, such as a presidential speech. Those instances are made 
systematically from the language system. 
The systemic choices are the reason for the word ‘systemic’ in the name of the theory. 
For example, from the SFL perspective, participants’ experiences in the world are expressed in 
the clauses through the processes (as describe in traditional grammar, verbs). The different types 
of processes are represented as a network as in Figure 2. The speaker or writer construes his 
experience in each clause through the choice he makes from one of the types of processes in the 
network. As an example, the material processes express the verbs of doing, the mental processes 
express the verbs of thinking, etc. with their different possible participants (indicated after the + 
sign in Figure 2) 
 
Figure 2. Network of Processes Type Based on Halliday & Matthiessen (2014) 
 
The network above exhibits a paradigmatic relation that SFL favors over a syntagmatic 
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relation. Syntagmatic relations describe the organization of elements in a specific realization of 
the structure. In a paradigmatic relation, on the other hand, meaning is made by choosing among 
wordings within the same category. To explain further, paradigmatic relations are sets of lexical 
items that share semantic features, patterns of collocations, as well as options for constituents in 
a clause. These items typically establish some kind of relation (e.g., synonym, antonym, etc.) 
which is the reason why they tend to share semantic features and also to collocate with similar 
items. Paradigmatic relations imply that only one of the choices is actually realized from all the 
potential choices, contributing to the making of specific meanings (Halliday, 1978; Halliday & 
Matthiessen, 2014). For example, in the clause The boy cried the paradigmatic relation describes 
the choice of the participant (e.g., the boy, the man, or the girl) and the choice of the process 
(e.g., ran, jumped, or cried). The syntagmatic relation describes the order of words in the clause 
The boy [nominal group] followed by cried a verbal group. The choice of words and grammar 
from the networks of the language system construct the meanings in the text.  
However, these choices are constrained by two factors. First, the context of situation 
limits the range of language choices available. For example, the language choices available to a 
person when writing an email to a friend are different from the language choices available to the 
same person writing an email to inquire about a job. The second factor is the limited access the 
person has to the different contexts of culture, which in turn limits one’s possible choices 
(Christie & Unsworth, 2005). For example, a FL learner, who has a limited exposure to writing 
emails to his professor, will have a limited access to the language resources for that situation 
compared to a first language speaker or another more advanced FL learner who is socialized in 
the culture of writing formal emails. In the next section, I will explain SFL’s perspective on how 
language is organized. 
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2.1.2 The language strata  
From the SFL perspective, language consists of three levels, or strata (see Figure 3): (1) 
discourse semantics is related to the meaning in the text; (2) lexico-grammar is related to the 
words and structures in the text; and (3) phonology/graphology is related to patterns and sounds 
of letters and words along with punctuation and tones (Rose & Martin, 2012).  
SFL theorizes that the meaning in the text at the discourse semantic level is realized by 
the choice of lexicon (words) and grammar (structure) from the large network of systems that 
represent the language. The realization relationship between the discourse semantics, the lexico-
grammar, and graphology/phonology is one of a metaredoundancy (Lemke, 1995), where 
patterns of semantic meaning comprise patterns of lexico-grammar. The realization or 
manifestation between the discourse semantics, lexico-grammar, and the graphology/phonology 
is non-directional as the line in Figure 3 illustrates (Halliday & Mattheissen, 2014; Martin & 
Rose, 2008; Martin, 1997, 2009). In other words, the discourse semantics realizes lexico-
grammar, and lexico-grammar realizes the phonology/graphology, which is also realized in the 
opposite direction. However, as mentioned earlier, the language choices that express the 
realization between the language strata are restricted by the social context (i.e., register and 














Figure 3. Strata of Language (Martin & Rose, 2008) 
 
2.1.3 Register  
For  SFL, register is a relational concept that links the context of situation with linguistic 
choices, which are affected by three variables: Field, Tenor, and Mode. The Field is concerned 
with the subject matter of the text; the Tenor is concerned with the social relationship between 
speaker and listener or writer and reader; the Mode is concerned with whether the text is spoken 
or written and its function in context (Christie & Unsworth, 2005; Halliday & Matthiessen, 2014; 
Martin, 2009; Martin & Rose, 2008; Rose & Martin, 2012). When any, some, or all of those 
variables differ, so do the patterns of meanings in the text. For example, the language choices 
made in a film review (Field) in a blog (Mode) to an internet audience (Tenor) are different than 
those in the review of the same movie (Field) in a newspaper (Mode) to newspaper readers 
(Tenor).   
The Field, Tenor, and Mode as variables of the social context of situation in the text 
relate to three metafunctions which realize the meanings conveyed in any text. The Ideational 











connected, and it maps onto the Field variable; the Interpersonal is concerned with meanings 
that have to do with interactions among people, and it maps onto the Tenor variable; and lastly 
the Textual is concerned with the organization of the text and, it maps onto the Mode variable 
(Halliday & Mattheissen, 2014; Martin & Rose, 2008; Rose & Martin, 2012). This relation and 
some of the clause structures that realize the Field, Tenor, and Mode are illustrated in Table 1. 
Table 1. Register Variables and their Linguistic Realization 
Register variables Linguistic Realization in Metafunction 
Field : what is going on in the text? Ideational  
• Experiential: Transitivity (participants + process+ 
circumstances) 
• Logico-sematic relations: Elements of cohesion  
Mode: How the text is organized?  Textual  
• Theme and Rheme  
• Cohesive devices (e.g., conjunctions) 
Tenor: what is the relationship between   
reader/writer or speaker/listener? 
Interpersonal 
• Mood and Modality  
• Appraisal system (e.g., Affect , Judgement, 
Appreciation) 
Based on Halliday and Mattheissen (2014), (J.R. Martin, 1997),  and White (2001). 
2.1.3.1 Field 
As Table 1 shows, the Field is realized through the ideational language resources of the 
experiential elements (i.e., Transitivity: participants (people or things), verbs (processes), and 
circumstances (e.g., of time, place, manner)) and the resources that contribute to the logical 
connection of the text (e.g., conjunction, ellipsis, and reference). Figure 2 depicts the various 
types of processes. In Arabic, all processes, their participants, and circumstances are expressed in 
verbal clauses. However, the relational processes are expressed in nominal clauses (i.e., being 
clauses). Those being clauses are either nominal attributive relational clause (i.e., Carrier and 
Attribute relation) or an identifying relational clause (i.e., Token and Value).  In Arabic all 
relational clauses are nominal clauses (i.e., no verbs in the clause) (Bardi, 2008). 
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2.1.3.2 Tenor 
The Tenor is realized through the interpersonal choices from the Mood, Modality, and 
Appraisal resources. The Mood analysis identifies the mood of the clause (i.e., interrogative, 
declarative, or imperative) by analyzing the mood block of the clause (i.e., the Finite + Subject+ 
Residue).  Together the position of the Finite and Subject in the clause decide the mood of the 
clause. Sometimes, the tone also decides its mood. The Finite is part of the verbal group that 
carries the tense of the verb and its polarity, and the residue is the rest of the clause. As for 
Modality, it is expressed through Modulation (command and offer) which is used to express the 
different degree of obligation or inclination, or Modalization (statements and questions) which is 
used to express probability or usuality. 
White (2001) expanded the realization of the interpersonal metafunction with his 
Appraisal theory. This theory is concerned “with the language of evaluation, attitude and 
emotion, and with a set of resources which explicitly position a text’s proposals and propositions 
interpersonally” (p.1). Those language resources are understood through subtypes of Appraisal: 
Attitude, Engagement, and Graduation. The Attitude system classifies utterances in terms of their 
evaluations of the speaker’s/writer’s human behaviors (Judgement); the evaluation of people and 
things (Appreciation); or the  expression of  positive and negative feelings (Affect). The system 
of Engagement categorizes the manner the speaker and listener or writer and reader engage with 
each other; and the system of Graduation distinguishes the interpersonal force and the 
preciseness of focus which the writer/speaker attaches to his relationship with his listener/reader. 
2.1.3.3 Mode 
The Mode is realized through the textual choices for thematic progression (Theme and 
Rheme), deixies (e.g., that and the) and cohesive elements in the text (e.g., connectors). The 
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Theme is “the point of departure of the message” (Halliday & Mattheissen, 2014, p. 89). The 
Rheme is “the part in which the Theme is developed” (p.89); it usually contains the new 
information of the clause.  
An example of the manifestation of the Field, Tenor, and Mode to express the register is 
in the clause Sam, I caught a big fish last week. This clause is part of a story where a student 
wrote to his friend, Sam, about the events in his school trip. The three metafunctions (Ideational, 
Interpersonal, and Textual) that realized the Field, Tenor, and Mode in this clause respectively 
are illustrated here. The Ideational meaning is expressed in the experiential elements: the 
material process caught, the participants being I as the Actor and a big fish as the Goal, and the 
circumstance last week. The interpersonal meaning involves me (the student) as a giver of 
information to the reader (Sam) that I have some type of relation with (friendship). Calling the 
reader by his name constructs an affective connection. Additionally, the evaluation of the 
behavior as a judgement of capacity (caught a fish) and increased the force of this evaluation by 
using big in describing the fish.  The textual meaning is realized by the choice of I (the point of 
departure) in the clause and caught a big fish last week as the Rheme (the new information 
presented to the reader/listener Encompassing the register is the genre. 
2.1.4 Genre  
Genre emerged from the work of  Hasan (1985, 2009) and later Martin (1986) and his 
colleagues. It describes the impact of the context of culture on the language in the text (Eggins, 
1994; Martin & Rose, 2008) and embodies all the situational contexts through which groups in 
that culture realize particular social purposes. The concept of the genre is known as the genre 
theory of the Sydney School. It is operationalized in the following definition as  
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staged, goal oriented social process. Staged, because it usually takes us more than 
one step to reach our goals; goal oriented because we feel frustrated if we don’t 
accomplish the final steps; social because writers shape their texts for readers of 
particular kinds. (Martin & Rose, 2008, p.6) 
 
An example of an English genre is a recount (Martin & Rose, 2008); its social goal is to 
record personal experiences or events. Each stage of the genre has a function and “contributes to 
the social purpose of the genre as a whole” (Rose & Martin, 2012, p.54). The stages of recount 
are: Orientation ^ Sequence of Events^ [Reorientation] (“^”denotes “followed by” and [ ] 
denotes an optional stage). In the Orientation stage, the author establishes the context of the 
recount. Followed by the Sequence of Events stage, in which the author expresses the events of 
the Recount in temporal sequence. Recount genre ends with the optional Reorientation stage, 
which addresses the events from another perspective (i.e., what could have been done or what 
caused the event to happen) (Hyland, 2004).  
 
 
Figure 4. Genre as an Additional Stratum of Analysis beyond Field, Tenor, and Mode 
(Martin & Rose, 2008, p. 17) 
 
As Figure 4 shows, genre is modelled at the stratum of culture. It encompasses and 
expresses different patterns of Field, Tenor, and Mode (i.e., register configuration) and is 
realized through a lexico-grammatical stratum that constructs ideational, interpersonal, and 
textual meanings, respectively. The three functions of the language in the text are intertwined 
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together at all levels as well as the level of genre (Rose &Martin, 2012) to express its meaning.  
Going back to the example of the English Recount genre, the textual meaning of the Sequence of 
Events stage in the written Recount is a realization of Mode and is organized according to time 
of event using circumstances of time as the Theme. The interpersonal meaning in the Sequence 
of Events stage of the Recount genre is a realization of Tenor and is expressed with no direct 
judgement of events; rather, evaluations of various types are dispersed throughout this stage 
(Martin & Rose, 2008). The experiential meaning in the Record stage is a realization of Field and 
is mostly construed through material processes (Hyland, 2004).   
Genre from SFL perspective focuses “on the language as a meaning-making resource” 
and “on the text as semantic choice in social context” (Martin, 2009, p.11). Those meanings 
construed in genre are recurrent in culturally accepted configurations. In other words, genre is 
what we can do with language within cultural activities recognized by the culture. From this 
perspective, genre has a broader application than the traditional literary genre (e.g., persuasive 
genre or narrative genre). It includes social genres such as scheduling an appointment, applying 
for a job, buying and selling goods (Colombi, 2009; Martin, 1985; Rothery, 1989), or describing 
a historic monument (Troyan, 2013). 
The stages of the genres may be achieved differently in different cultures (Rothery, 
1989). Therefore, a comprehensive view of a genre would not be complete without reflecting 
critically on the cultural aspect of the genre (e.g., “whose interest is being satisfied in this genre? 
What does it tell us about the culture? Why is it useful for the culture?”) (Eggins, 1994, p.82-83)   
In other words, genre theory brings awareness to the cultural aspects embedded in the 
text by its description of how language achieves things and reflecting on what the culture 
involves (Eggins, 1994).  For example, in a genre analysis of a corpus of 60 Arabic and English 
19 
letters of applications for jobs written by native speakers, Al-Ali (2004) found rhetorical moves 
in Arabic texts that were not present in the English texts. The letter of application in Arabic 
included language that glorifies the potential employer, where the English language letter of 
application included a part where the candidate promoted himself. Even though Al-Ali used 
Bhatia's (1993) structure analysis and not SFL’s genre theory as a framework for his analysis, the 
analysis revealed how inter-subjectivity between reader and writer is realized differently in 
different cultures, confirming the genre dependency on the culture and its significance in 
teaching foreign languages, such as Arabic, and in doing more research in teaching Arabic 
writing. 
The relative stability of both the stages and lexico-grammar of the genre in the social 
context it represents gives genres the potential to support FL teaching. The genre theory allows 
for a top-down/bottom-up approach for examining texts as models for writing; starting with the 
purpose of the genre, moving to the stages, then moving to the analysis of the clauses in each of 
the stages in the genre. Additionally, the three metafunctions in the text and the lexico-grammar 
they realize explain how each clause relates to the whole text and how the text realizes its social 
purpose in a specific culture. This view of text contrasts with the traditional view that takes only 
a bottom-up approach to explaining a text – from the forms of words up to the sentences – and 
gives little to no attention to the relation between text and its social context.  
Using the genre theory rooted in SFL as a framework for pedagogical approaches (i.e., 
genre-based approach) to teaching language allows the teaching of form and function as 
interrelated and connected to the social context of texts. In other words, the genre based-
approach promotes the learner’s understanding of the relationship between the purpose and 
features of the text (Johns, 1997); because “knowledge about grammar and genre are more than 
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knowledge about language forms. It is also knowledge about social practice” (Schleppegrell, 
1998, p.187).  In order to achieve social purposes, learners of a language need to know how 
culturally recognized situations are structured and how these situations are different from how 
the same situations would be organized in their own culture (Unsworth, 2001). In this respect, 
genre-based instruction informed by SFL sees language learning as expanding the language 
resources to different social contexts, which may support students’ writing especially when 
learning to write in a language of an unfamiliar culture such as Arabic. In the next section, I 
explain the genre-based approach to literacy of the Sydney School project to demonstrate its 
application as it relates to my argument. 
2.2 THE GENRE-BASED APPROACH TO LITERACY- THE SYDNEY SCHOOL 
PROJECT 
2.2.1 Principles on the Teaching of Literacy 
The application of the genre-based approach to teaching literacy is based on the principle 
suggested by Halliday (1993), for whom teaching literacy is teaching language. Literacy, in this 
respect, is the development of an ability to use language for the exchange of meaning (Hasan, 
1996) for which writing is one of the forms to exchange meaning. Using the language effectively 
does not happen intuitively; rather, users of the language have to explicitly learn how to use it in 
its social context  (Martin & Rothery, 1986; Martin, 1993, 2009; Rose & Martin, 2012).  
According to Halliday (1993), learning a language involves learning about the language 
and through the language. That is to say, users of the language have to expand their knowledge 
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about the language and about the choices available for them from the language system to make 
meaning in different contexts. Furthermore, language learning always involves learning new 
information. For example, in a school context, in a science class, students learn the language to 
describe the water cycle in addition to the process involved in the water cycle. Extending this 
view to FL learning, students who learn the FL to communicate also learn how to culturally 
introduce themselves, ask for directions, and write emails. Based on these principles and 
grounded in SFL and genre theory, the Sydney School project, led by Jim Martin and his 
colleagues, suggested a pedagogical approach combined with Genre and SFL metalanguage to 
teach literacy in school contexts.  
2.2.2 The Sydney School Project 
The genre-based approach informed by SFL was first developed in Australia and 
recognized as the Sydney School project. The project started with the deconstruction of school 
texts to identify their structures and linguistic features, and then gradually evolved into 
developing curriculum based on the families of genres (e.g., story genre or report genre) and 
pedagogical practices. The project was conducted within Bernstein's (1975) framework of 
deconstructions of traditional progressive pedagogy and toward a visible pedagogy. In such a 
pedagogy, students are apprenticed into the interpretation and composition of texts (Martin, 
1993). An essential tenet of this pedagogy is to make knowledge about the language explicit and 
available to all students and teachers (Rose & Martin, 2012). The pedagogical approach to 
writing in the Sydney school is known as the teaching/learning cycle (TLC), and educational 
linguists later adapted this cycle into several other versions (e.g., Feez, 2002).  
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2.2.2.1 Teaching / learning cycle (TLC) 
 The TLC (Rothery, 1994) comprised, as Figure 5 shows, three stages while keeping in 
focus a shared understanding of the topic at hand (i.e., building the field) and the context of the 
text: (1) the deconstruction phase, in which the teacher uses explicit instruction to deconstruct 
model texts in a specific genre and makes its cultural and situational contexts, stages, and 
linguistic features (i.e., lexico grammar) noticeable to students; (2) the joint construction stage, 
in which the teacher and students collaboratively write a sample text of the genre; (3) the 
independent construction stage, in which the student independently writes an original piece from 
the same genre employing what was gleaned in the first and second phase.  
The TLC highlights both social contexts (i.e., situational and cultural contexts) and field 
(i.e., the subject matter) as a background to the three main stages during which students are 
involved in activities to get familiar with both content and context. Additionally, the aim is 
toward control of critical orientation of skills, knowledge and language, which contrasts with an 
earlier version of the cycle that aimed to the approximation of control of genre.  The control of 
critical orientation of the genre was a response to theorists who were concerned that genre 
inhibits creativity (e.g., Cope & Kalantzis, 1993; The New London Group, 1996). Thus, in this 
cycle, the critical literacy awareness was highlighted together with the notion that genre is 
construed through language and language construes genre (Rose & Martin, 2012). The 
presentation of this approach as a cycle suggests that teachers can start teaching from any point 




                                  Figure 5. Teaching/Learning cycle (Rose & Martin, 2012, p. 66) 
The design of the TLC (Rothery, 1996b) was influenced by Halliday's (1993, 1975) and 
Painter's (1996) work on the development of first language in children, from which Rothery 
adapted the notion of guidance through interaction in the context of shared experience. This view 
resonates with Vygotsky's (1978) concept of zone of proximal development (ZPD)2  and Wood, 
Bruner, and Ross' (1976) concept of scaffolding.3 For Vygotsky development happens when it is 
mediated by cultural semiotics (e.g., language) with the help of a more experienced person. The 
role of the teacher is to help learners extend students’ lexicon and grammatical repertoire in both 
                                                 
2 Vygotsky (1978) defined the Zone of Proximal Development as “the distance between 
the actual developmental level as determined by independent problem solving and the level of 
potential development as determined through problem solving under adult guidance, or in 
collaboration with more capable peers" (p. 86). 
3 Wood, Bruner, and Ross' (1976) defined scaffolding as the “process that enables a child 
or novice to solve a problem, carry out a task or achieve a goal which would be beyond his 
unassisted efforts. This scaffolding consists essentially of the adult ‘controlling’ those elements 
of the task that are initially beyond the learner's capacity, thus permitting him to concentrate 
upon and complete only those elements that are within his range of competence".(p. 90) 
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their understanding of and written responses to texts (Derewianka, 2003), thereby expanding the 
learner’s meaning-making potential into new text types (i.e., genres and registers) (Mattheissen, 
2006). Guided by the teacher, knowledge about language and genre are used to scaffold students’ 
writing. This scaffold is facilitated by the metalanguage that SFL and genre provides. Therefore, 
writing makes for an optimal activity for second language (L2) learning because it encourages 
scaffolding (Aljaafreh & Lantolf, 1994). Writing also promotes language learning and 
development because of its problem solving nature (Byrnes & Manchón, Rosa, 2014). Informed 
by the TLC model and its advantages to scaffold students’ writing, it is the model I applied to 
teaching writing in my study. 
Building on the work of the Sydney School project, current research is concerned with 
finding approaches to guide curriculum development and pedagogy advancement in support of 
academic literacy (i.e., reading and writing in school contexts). There are numerous studies on 
the potential of the genre-based approach to literacy in Australia and other countries (Christie & 
Derewianka, 2008; Coffin, 1997, 2004; Llinares & Whittaker, 2007; Martin, 2009; Rothery & 
Stenglin, 1997; Unsworth, 2000; Veel & Coffin, 1996, among others); however, the present 
literature review is restricted to studies that investigated the genre-based approach to the teaching 
of writing in the American context. The studies are organized into two categories: English as a 
second language and foreign languages.  
25 
2.3 REVIEW OF RESEARCH ON THE APPLICATION OF GENRE-BASED 
APPROACH IN ENGLISH AS A SECOND LANGUAGE 
The majority of the work done on the genre-based approach in ESL in the American 
context is in K-12 schools with English language learners (ELLs) to teach academic language. 
Although this investigated the genre-based approach in a university setting with Arabic as FL 
learners, K-12 school research informs the methods for the study. As Iddings and de Oliveira 
(2011) reason, “in some respect, learning academic language is like learning a foreign language” 
(p.38), especially for students who are only exposed to the new language being learned in the 
classroom such as ELLs. 
In the United States, the increasing growth in the ELL population in schools, along with 
the requirements of the New Common Core State Standards, place an increasing demand to 
support ELLs’ academic writing development (e,g., Achugar, Schleppegrell, & Oteiza, 2007; 
Gebhard, Demers, & Castillo-Rosenthal, 2008; Schleppegrell, 2004, 2006; Schleppegrell & 
Colombi, 2002). Thus, educational linguists in the U.S. (e.g., de Oliveira & Lan, 2014; Iddings & 
de Oliveira, 2011; Ramos, 2015; Schleppegrell & Colombi, 2002; Schleppegrell & Go, 2007; 
Schleppegrell, Greer, & Taylor, 2008; Schleppegrell & O’Hallaron, 2011; Schleppegrell, 1998, 
2004; Schulze, 2011) have advocated for and investigated the genre-based approach informed by 
SFL to support ELLs during the process of their writing development. In this body of research, 
the two salient features are (1) the role of SFL text analysis and (2) the role of SFL 
metalanguage. 
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2.3.1 The Role of Text Analysis in Supporting Second Language Writing 
SFL analysis of model texts, students’ texts, and textbooks have played an important role 
in identifying and teaching the stages and linguistic features of the genre. It also played a role in 
identifying students’ strengths and needs and for providing feedback to students.  
2.3.1.1 Identifying and teaching linguistic features of the genre 
 With the objective of making genre writing explicit and accessible to all students, a 
number of researchers used SFL and genre theory to analyze and identify the linguistic features 
and stages of different academic genres and their registers. They then investigated the application 
of genre-based approach to writing (e.g., de Oliveira & Lan, 2014; Schleppegrell, 2001, 2004, 
2006; Schulze, 2011).  For example, Schleppegrell (2004) described the language of valued 
school genres by analyzing texts from different grade levels and subject areas, textbooks, and 
texts written by students at different levels (middle school, high school and university). Her 
analysis (Schleppegrell, 2006,  2004) and her colleagues’ analyses (e.g., Schleppegrell, Achugar, 
& Oteiza, 2004; Fang & Schleppegrell, 2010) demonstrated that the texts required to read, to 
write, and to speak in schools employ registers that are academic and different than everyday 
registers. Those academic texts progressively express different social contexts and progressively 
use a language that is lexically dense, abstract, and authoritative, for which students, and 
especially ELLs, are inadequately prepared (Schleppegrell, 2004, 2012). 
Supporting students’ academic literacy development cannot rely solely on language arts 
teachers; all teachers have to equally contribute (Schleppegrell, 2012) because to learn content is 
to learn language, and “no language is ever taught in isolation from content” (Schleppegrell et 
al., 2004, p.68). Building on this work, Fang and Schleppegrell (2010) maintain that “helping 
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learners recognize language patterns typical in different disciplines can raise their awareness 
about the varied ways language constructs knowledge in different subjects” (p.591). In other 
words, identifying the linguistic features of the genre and the register is an essential step to create 
this awareness.  
Based on the linguistic features of academic language identified by Schleppegrell (2006), 
when considering the stages of the persuasive genre (i.e., introduction with a thesis on the 
argument^ development of the argument ^ conclusion with a reiteration of the argument), 
Ramos, (2012, 2015) used these features in the application of a genre-based approach (Rose & 
Martin, 2012) to teach persuasive genre writing with ELLs in an urban high school. She first 
built students’ knowledge about the topic (i.e., whether amnesty should be granted to 
undocumented immigrants). Next, Ramos (2012) did a close and detailed reading of two models 
of persuasive genres following the reading to learn framework (Rose & Martin, 2012). During 
the reading process, she presented the stages of the persuasive essay genre and led her students 
on a functional analysis of the three types of meanings construed in the text (i.e., Ideational, 
Interpersonal, and Textual). Next, the entire class constructed a persuasive essay supported by 
her scaffolding, and, later, she asked her students to independently write a persuasive essay. 
To guide her students during their independent writing, Ramos (2012) used the 
performance criteria. These criteria were also used to score pre- and post-writing tests and 
included the three types of meaning: (1) presentation of content and knowledge (Ideational), (2) 
projection of an authoritative stance (Interpersonal), and (3) construction of a well-organized text 
(Textual). Ramos also included the language resources that would realize each meaning. 
Although the three types of meaning were presented in a rubric form, their use required an SFL 
analysis of students’ essays. The comparison of the pre- and post- writing tests measured on the 
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criteria demonstrated a significant improvement in students’ essays. Ramos triangulated this 
finding with the SFL analysis for the tests of a focal group of students, the students’ surveys and 
interviews, and her own reflections and video excerpts. She then concluded that the genre-based 
approach, with the close SFL analysis of sample texts at its core, supported students’ control 
over the linguistic resources needed to write a persuasive academic essay.  
In another study, Schulze (2011) applied one of the TLC to teach writing in the 
persuasive genre in a 6th grade class with ELLs.  Schulze built the field with his students on the 
U.S. electoral process by reading and discussing magazines articles related to the topic. After 
building the field, he analyzed model texts of the persuasive genre with his students as part of the 
deconstruction stage.  Schulze explained to his students the different stages of the persuasive 
essay and facilitated a discussion about the three meanings construed in each stage.  For the 
interpersonal meaning, for example, he asked students to evaluate the extent to which the author 
was successful in persuading them as readers and to highlight the lexicon, grammar, and phrases 
that construed persuasion. Thus, Schulze made the form-functional meaning connection 
noticeable to his students.   
After jointly writing a persuasive essay with the class, each student independently wrote 
three other drafts. In between the drafts, Schulze worked with his students on the linguistic 
features of the register variables that were missing in their drafts. For example, for Tenor, they 
worked on identifying words that established authority. The SFL analysis of one focal student’s 
drafts showed her improvement in using the linguistic resources for writing in the persuasive 
genre, such as the increase in use of circumstances of time and the use of aspects of Modality 
and Appraisal. Schulze (2011) like Ramos (2012, 2015) concluded that the genre-based approach 
to writing instruction helped the students expand their use of the linguistic resources and their 
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awareness of the options the English language system affords, thus improving their academic 
writing.  However, during instruction, both Schulze and Ramos focused their analyses on 
different aspects of the persuasive genre. To construe textual meaning, Schulze concentrated on 
scaffolding students to use transition words (i.e., connectors) whereas Ramos, in addition to the 
use of connectors, introduced her students to the use of nominalization that also helps develop 
the chain of meaning. This difference might have been in response to the students’ abilities, the 
topic being covered, and the curricular goals. Other studies in content areas that used genre-
based approach informed by SFL to teach genre writing also reported on students’ improvement 
in writing the genre being studied (e.g., de Oliveira & Lan, 2014 in teaching procedural recount 
genre in a science class).  
In conclusion, functional analysis of texts to identify its linguistic features is at the heart 
of the genre-based writing approach. The analyses in the studies reviewed focused on two levels 
of analysis: (1) the genre stages and register variables at the context level and (2) the lexico-
grammatical characteristics to the genre at the language level. Although the functional analysis 
of texts is essential to the genre-based writing approach, the studies reviewed indicate that it is 
the teacher’s decision to choose which meaning-making resources she wants to make noticeable 
to her students and which are most pertinent to the genre and register. 
2.3.1.2 Identifying students’ strengths and needs and providing them with feedback 
As part of the genre-based approach, some educational linguists analyzed  students’ texts 
to identify and respond to students’ strengths and needs, as well as to provide feedback on their 
writing (Schleppegrell, 1998; Schleppegrell & Go, 2007; Spycher, 2007). For example, 
Schleppegrell (1998) analyzed 128 students’ texts from a seventh-grade science class, with two-
thirds of the class being L2 learners. A comparison of the grammatical features in students’ 
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description-genre writing (e.g., a description of an animal or plant in response to a picture) to the 
typical features in a science report (Kress, 1994; Martin, 1993) allowed her to discern the 
features that are problematic for students. Those features included the inappropriate use of the 
personal context instead of the academic interpersonal context (i.e., to establish distance between 
reader and writer), confusion in the use of non-restrictive relative clauses (i.e., the type of clause 
that is not necessary in the clause complex but gives more information about the participant[s]), 
and the errors in constructing forms of plural markings, possessive forms, and tense changes.   
Analyzing students’ texts allowed “teachers and students to focus on those grammatical 
elements that are most [emphasis added] functional for the assigned task” (Schleppegrell, 2008, 
p.207). It also raised students’ awareness of the different language choices available to them, 
giving the students the ability to choose the way they want to “represent themselevs as writers” 
(p.206). Schleppegrell (2004, 2006, 2008) repeatedly pointed out that it is important for teachers 
to understand how different tasks involve different genres with different registers and that 
acquiring the academic register is a long, developmental process. Teachers can foster this 
development by directing students to focus on grammatical resources that will help them realize 
this type of register.  
With the same aim of supporting students’ academic writing as in the previous study,  
Schleppegrell and Go (2007) analyzed four ELLs texts, two from the fifth grade and two from 
the sixth grade. The researchers analyzed the students’ writings in the recount genre to identify 
their language choices guided by three questions --What is the text about?  How are judgements/ 
evaluations expressed?  How is the text organized? These three questions correspond to the SFL 
metafunctions of Ideational, Interpersonal, and Textual. For the first question, the researchers 
analyzed the use of processes (i.e., verbs in traditional grammar); for the second question, they 
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examined how judgements and evaluations were expressed in verbs (see example below); and, 
for the third question, they examined the use of connectors and circumstances (i.e., prepositional 
phrases and adverbs). Schleppegrell and Go’s analysis showed the differences in students’ use of 
the language resources. For example, in answering the second question, two of the students used 
mainly relational verbs (e.g., He is in China) in contrast to the more advanced students who 
expressed judgement in their descriptions, such as through using thinking and feeling processes 
(e.g., He knows how to play).  Schleppegrell and Go (2007) discerned the grammatical choices 
students used in their writing and gave them a clear idea of students’ strengths and weaknesses. 
This approach can help ELLs’ teachers and FL teachers to systematically address students’ 
linguistic needs for a specific genre and design instructional interventions to support their 
students’ writing in that genre. 
Spycher (2007) built on the above study and reported on the teaching of expository-genre 
writing using explicit instruction and analysis of students’ texts. These texts were taken from 
English-language development classes for high-school students who were in the 10th through 12th 
grades. Spycher, as both the researcher and teacher, analyzed students’ expository-genre writing 
to understand the linguistic challenges her students faced. Her analysis revealed three linguistic 
features that are challenging to students: (1) the use of authoritative voice, (2) the use of lexical 
resources for reference, and (3) the use of conjunctions to create cohesion.  
After scaffolding these features using multiple instructional practices including the TLC, 
a comparison between the first and second draft of the focal student’s writing showed 
improvement in using the same features. Text analysis and the diagnosis of the problematic 
linguistic features in students’ work guided Spycher’s focused instruction and scaffolding. It also 
supported her departure from the traditional convention, in which students have to control basic 
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linguistic features before being taught advanced features. This support may be particularly 
valuable for the teaching of FL at the university level.  Usually, those students want to express 
more complex ideas that require advanced language features. 
In another study, Gebhard, Shin, and Seger (2011) reported on the teaching of persuasive-
genre writing (e.g., convincing the school principal to give students more time for recess) in a 5th 
grade ELL classroom.  The teacher used analysis of students’ texts to provide them with 
feedback that targeted specific functional linguistic features of the genre (e.g., the interpersonal 
element) during a write- feedback-edit cycle. The case study presented one student’s essay that 
revealed how this type of targeted feedback made the student aware of the linguistic features that 
she had employed. Additionally, the teacher pointed out to her student the features that needed to 
be employed in her persuasive essay, such as using language that shows the student’s 
acknowledgement that the principal has authority. 
The findings in the studies reviewed in this subsection corroborate with Fang and Wang's 
(2011) argument that functional analysis of students’ writing enable teachers to assess the 
content, organization, and style/tone/voice. Functional analysis gives teachers a tool to assess 
and provide targeted feedback on specific linguistic elements in the texts and to plan remedial 
interventions based on students’ needs. As an example, the analysis of the participants, 
processes, and circumstances would enable the teacher to assess the content. In fact, Fang and 
Wang (2011) underscored the power of functional linguistic analysis and put a call for all 
teachers to go beyond the “rubric-ese mentality” (p.162) by enriching their knowledge about 
language and how it works in different genres and registers.  Through these studies, it is clear 
that SFL is a pedagogical tool.   
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2.3.2 Some Limitations of Genre-Based Approach 
The genre-based approach informed by SFL is not without its complexity and critics. The 
implementation of this type of pedagogy requires training teachers in SFL analysis and seeing 
students’ development as an expansion of their meaning making resources, rather than just 
development in correctness of syntax and grammar. It also requires teacher’s knowledge about 
the features of the language of their discipline (e.g., Achugar et al., 2007; Macken & Slade, 
1993; Macken-Horarik, 2005; Schleppegrell, 2004). Most importantly, the SFL analysis takes 
time, which usually is a valuable commodity for teachers, especially those who have larger- or 
many - classes. Additionally, the genre-based approach has been criticized as an approach that 
inhibits students’ creativity (e.g., Kay & Dudley-Evans, 1998). In response to these critics, 
educational linguists emphasize that the SFL informed genre-based approach is grounded in 
“linguistic elements that realize the genre, so that they are not taught as formulaic but as social 
processes that are realized in certain language choices”  (Schleppegrell, 2004, p.157), and those 
choices are enriched by their constraints (Christie & Dreyfus, 2007).  To this end, the genre-
based approach makes the most typically made language choices of the genre and its register 
transparent to learners, and this is especially valuable to students who are not exposed to the 
language they are learning other than in the classroom, such as ELLs with academic language. It 
is equally valuable to FL leaners, such as Arabic learners, that are learning a language for social 
contexts they may have never experienced out of the classroom. 
SFL informed genre-based writing instruction would not have been possible without the 
metalanguage that SFL affords. The reviewed studies above do not explicitly report on the role 
that the metalanguage plays in the genre-based approach to writing. Therefore, in the next 
section, I will turn to those studies that do.   
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2.3.3 The Role of SFL Metalanguage  
SFL offers a metalanguage, which refers to the language used to talk about the linguistic 
choices the author or speaker makes to construct meaning (Moore & Schleppegrell, 2014; 
Schleppegrell, 2013) using functional rather than structural categories (Gebhard, Chen, & 
Britton, 2014). A few studies reported that SFL metalanguage can support ELLs expansion of 
their meaning-making resources and their development of content knowledge after receiving 
instruction in the genre-based writing approach (Gebhard et al., 2014; Macken-Horarik, 2009; 
Moore & Schleppegrell, 2014; Schleppegrell, 2009), because it can bring unconscious 
knowledge about language to learners’ awareness (Rose & Martin, 2012) in the context of the 
discipline. As an example, Schleppegrell (2010) described how second grade teachers of 
bilingual and ELLs used the SFL metalanguage to scaffold the writing of two genres—the first, 
to write a recount of events after reading a story, and the second to write an argument essay that 
takes a stand on the events recounted. In order to draw students’ close attention to the author’s 
language choices, and scaffold their understanding of the characters’ involvement in the events 
of the story, a meaningful, student-friendly metalanguage was used to track the events and 
characters’ development. Students categorized the processes of doing, saying, sensing, and 
being, to explore how characters are involved in different processes as the narrative unfolds. 
Then, using the genre’s metalanguage, the teachers introduced their students to the stages of the 
recount genre (Orientation ^ Events^ Evaluation) and the language choices expected at each 
stage. For instance, they indicated that the Orientation stage would include circumstances of time 
and place and the Evaluation stage would include the processes of sensing and being. An 
example of one of the student’s writing showed her control of the different stages of the recount 
genre besides her use of some of the language characteristics of each stage.  After the children 
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were able to write the recount, the teachers used the metalanguage to scaffold their writing of the 
argument essay. In fact, the recount genre was also a scaffold for the argumentative genre.  
In this study, the metalanguage focused the classroom discourse on the language in the 
story in order to scaffold the writing of the two genres. The teachers reported that the 
metalanguage provided them with the tools to talk about the language with their students, which 
supported their students during their writing. It also helped the teachers make the connection of 
form (e.g., types of processes used) with meaning (e.g., characters’ involvement in the story) 
noticeable to their students. Another study by Schleppegrell (2013) also described a second grade 
teacher’s use of metalanguage to talk about a story in an English language arts class. The lesson 
objective was to help students notice how different speech functions (offer, statement, question, 
and command) can be realized through different Mood choices (declarative, interrogative, 
imperative). For instance, the teacher drew her students’ attention to the fact that the command 
can be realized through an interrogative mood -- “would you please give me your pencil” – or 
the imperative mood --“give me this pencil.”  Using the metalanguage of mood choices and 
speech functions, the teacher led her students on a discussion about the choices made in the story 
they were reading.  During classroom discussion, the metalanguage was used to support 
students’ understanding of the possibility of using different forms to express the same meaning, 
thus, seeing the larger system and the options the system makes available in different contexts. 
Even though writing was not the focus of this study, Schleppegrell (2010, 2013), like Moore and 
Schleppegrell (2014), maintains that this type of discussion based on interaction through the 
shared experience and the use of a meaningful metalanguage can support students’ meaning-
making as they move from reading to writing. 
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In a more rigorous study, Gebhard et al., (2014) explored how an elementary school 
teacher in an ELL’s class used the genre and SFL-metalanguage with her students and how 
students used the metalanguage to help them read and write historical and scientific explanations 
over the course of a school year. Data for this study came from classroom interactions, teacher’s 
feedback on her students’ writing, students’ written texts, and metalinguistic instructional events 
(i.e., teaching events where SFL metalanguage was important to the task). These data allowed 
the researchers to track changes in the teacher’s practices of using SFL metalanguage and its 
influence on the ELLs’ written work. A three-phase analysis of the data showed that instruction 
using SFL metalanguage afforded students the tools to construct and deconstruct texts at the 
genre and clause levels, such as tracking Theme/Rheme patterns and categorizing processes. As 
a result, students were also able to recognize patterns in texts, produce longer and more coherent 
written texts, and receive higher scores on district assessment. Gebhard and her colleagues 
concluded that SFL metalanguage is a powerful tool that supports ELLs’ awareness of how 
language makes meaning when producing their own texts.  
As the above studies show, SFL metalanguage provides the teachers and students with a 
flexible pedagogical tool kit to build “students’ capacities to make meanings across an ever 
expanding range of contexts” (Dare, 2010, p. 24). At the same time, it makes knowledge about 
language noticeable to learners (Rose & Martin, 2012). It also affords the teachers and their 
students the tools to articulate the different meanings construed in the different dimensions of the 
language (i.e., genre, register, lexico-grammar) depending on the context, text, curricular goals, 
and students’ abilities. Furthermore, Achugar et al., (2007) argues that the metalanguage allows 
language users to reflect on the meaning the author and themselves construe in the linguistic 
choices and become more critical of those choices. However, the use of metalanguage does not 
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come without complexity. Teachers and students have to learn a new functional metalanguage 
and to think functionally about the text when they are already accustomed to thinking 
structurally, using the structural and more conventional metalanguage (e.g., noun, subject, and 
verb).  This critique has been addressed by using a student-friendly metalanguage and being 
selective about the metalanguage to use with students (Macken-Horarik, 2016; Schleppegrell, 
2010).  
In short, as this section shows, the main aim of the genre-based approach to teaching 
academic language writing to ELLs is to help students become aware of how language construes 
meaning in academic texts, and thus become aware of the wider range of linguistic resources that 
they themselves can use in academic writing.  In other words, it helps to socialize ELLs into the 
culture of academic language. Given the support which the genre-based approach to writing 
affords to ELLs, this approach might also be useful to teaching writing in foreign languages, 
such as Arabic as a FL. To further investigate the value of the genre-based approach to FL 
writing, I turn to reviewing the literature on the application of genre-based approach to writing in 
FL education. 
2.4 REVIEW OF EMPIRICAL STUDIES ON GENRE-BASED APPROACH TO 
TEACHING WRITING IN FL EDUCATION 
Outside the K-12 context with ELLs, the role of genre-based approach to writing in the 
U.S. has not been explored in great detail. Therefore, there is a dearth of research on its 
application in FL education. In FL higher education context, Byrnes, Maxim, and Norris (2010) 
documented the curricula reform undertaken at the German literature and cultural department at 
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Georgetown University (GT). The goal of the curriculum is a textually oriented literacy in all 
modality through the concept of genre and a realization of learners’ advanced writing ability over 
the span of the four-year literature and culture program (Developing Multiple Literacies, 2000; 
Byrnes et al., 2009). Collaboratively, faculty members identified the genres to be taught for each 
of the five curricular levels with a focus on learners’ literacy development including writing. 
Students are first introduced to familiar genre and as they move through the curricular levels 
more unfamiliar and public genres are introduced. In level I for example, students learn the 
primary genre such personal narratives and in level V students learn political speeches (Byrnes & 
Sprang, 2004). In this approach, content and text sequence are organized through the concept of 
genre, moving content and text along a commonsense – an uncommon sense continuum. The 
curriculum is rooted in the claim that “learning to write and writing to learn are not separated and 
that writing is embedded in the array of learning tasks that the curriculum envisions and that 
particular courses and classes will realize” (Byrnes et al., 2010, p. 72). Therefore, the faculty at 
GT University articulated a writing program that links tasks to genre (genre-based task). A 
genre-based task approach using the teaching/learning cycle (TLC) (Rothery, 1989) was 
implemented across the four year curriculum in a five sequenced courses (Byrnes et al., 2010). 
In longitudinal studies, Byrnes (2006, 2009) and Ryshina-Pankova (2006) used 
grammatical metaphors as a construct for assessing students’ writing development. Grammatical 
metaphor (GM) is a way of expressing meaning using lexico-grammar that originally expressed 
another meaning (Thompson, 1996) (see example below). Furthermore, GMs afford the 
expansion of the meaning potential by creating new structures (Halliday & Matthiessen, 2014). 
Thus, it is considered an indication of language development as students move from expressing 
congruent meaning to more abstract meaning (e.g., Halliday &Martin ,1993; Halliday & 
39 
Mattheissen, 2014; Coffin,1997) and from every day spoken language to academic language 
(Colombi, 2002, 2006, 2009; Schleppegrell, 2004), which Byrnes study sought to trace.  
In this example, I illustrate one way of expressing meaning using GM named 
nomilalization: 
1- He suggested the idea and they ignored it. 
2- His suggestion of the idea was ignored. 
The verb “suggested” in the first sentence has been converted to a noun “suggestion” in 
the second sentence in the process of nominalization. According to Halliday (1994), 
“nominalization is the single most powerful resource for creating GM” (p. 352). Suggestion can 
be “classified and categorized, qualified, quantified, identified and described in various ways” 
(Byrnes, 2009, p.52). In other words, GM through nominalization is a fusion between a mental 
process and a thingness of an object.  GM may also be expressed by verbs functioning as 
adjectives, adverbs functioning as adjectives,  and conjunctions as prepositional phrases 
(Halliday, 1994). 
For example, in Byrnes’ study, the quantitative analyses of the writings of 14 students 
revealed that the lexical density (i.e., number of lexical words/ total number of clauses) increased 
at each of the curricular levels (level 2, 3, and 4), increasing from 2.46 at level 2, to 3.29 at level 
3, and to 4.11 at level 4. It also showed that the grammatical intricacy (number of clause 
complexes/ total number of clauses) decreased slightly between levels, which are consistent with 
SFL claim’s regarding written language’s characteristics (Halliday, 1985). The lexical density 
increases because the non-lexical items decreases and the number of clauses go down. 
Additionally, the occurrences of GM in nominalization showed an increase from one level to the 
other shifting from 13.14 at level 1, to 17.36 at level 2, and to 55.43 at level 3. To capture the 
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realization of textual meaning, the qualitative analysis of one of the learner’s writings revealed 
an increase in his use of GM across the three curricular levels. This analysis supported the 
quantitative increase of GM occurrences between level 2 and 3 and the remarkable increase 
between level 3 and 4. Byrnes findings showed the potential of the genre-based task curriculum 
combined with the TLC pedagogical approach to support FL development.  
Byrnes (2009) study echoes the findings in Colombi's (2002, 2006) studies.  In a 
longitudinal study for three academic quarters with  heritage Spanish speakers in a university 
undergraduate program in the United States, Colombi (2002, 2006) analyzed students’ oral and 
written texts using SFL at the beginning of the first quarter and end of the third quarter.  She 
defines heritage speakers as those learners that developed heritage language in their homes but 
cannot use it in academic setting.  Colombi found that students develop along a continuum from 
more spoken language to more academic form of language (i.e., from congruent to less 
congruent).  She then concluded that there is a need of a pedagogy that teaches about text in 
social context to enable students from different background to gain control over texts that can 
shape their future, such as academic texts. This conclusion led her to turn to explicit pedagogy 
such as using the TLC. 
In a follow up article, Colombi (2009) discussed how explicit instruction of genre and 
register can be used as a way to support the development of academic language in heritage 
speakers.  To meet this educational goal, she designed curriculum by grouping different genres 
(oral and written) of authentic texts under the same overarching theme. Informed by the findings 
from  her longitudinal study (Colombi, 2006), she organized the texts on a  continuum moving 
from personal genres (e.g., short story) to more academic ones (e.g., literary text). She also used 
the TLC, adapted from Martin (1993, 2009) as an instructional approach to make the features of 
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the text visible to students.  For example, through explicit instruction she made students notice 
the differences in linguistic features in oral and written language in different genres such as the 
use of grammatical metaphor, a mark of academic writing (Halliday, 1994). 
In a later study, Troyan (2013, 2014) implemented a genre-based approach to writing the 
description of a touristic landmark with elementary school students (age 10-11) in a Spanish 
class during a unit on the city of Segovia (in Spain).  He first identified the stages and the 
linguistic features to describe historical monuments in Spanish as: (1) the title of the text 
includes the nominal group; (2) the hook entices the reader and is realized through the material 
process and an actor (i.e., the castle) and appreciation of the actor (e,g., the tallest); (3) historical 
facts are realized through either mental or material processes; (4) architectural facts are realized 
through the use of material processes (5) the invitation to visit is realized through the use of a 
command. Then, informed by this analysis, Troyan’s (2013, 2014) suggested the genre-based 
interactive approach model, which integrated TLC of the Sydney school (Martin, 2009) into the 
interactive approach for the three modes of communication (i.e., interpersonal, interpretive, and 
presentational) (Shrum & Glisan, 2010). Before this integration of the two approaches, the 
interactive approach comprised of four stages that led students on tasks in different modes of 
communication, ignoring the type of text used that students’ produced in each task. This new 
model addresses this shortcoming by its focus on genre and is comprised of four stages. 
During the first phase, guided by the teacher, students engaged in activities that help 
interpret the text. For the second phase, the teacher led the students in deconstructing the model 
genre and discussed the general meaning and lexico-grammatical features in each stage 
concentrating on the field (i.e., content) through the experiential elements (i.e., participants, 
processes, and circumstances) of the ideational metafunction. During the third phase, the 
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students in pairs or small groups collaboratively constructed a text in the same genre. Finally, in 
the last phase students independently wrote their own texts which also functioned as the post-
test. Troyan’s model  (2013, 2014) with its focus on genre helped the teacher transform her 
instruction into a clear description of the genre that the students were expected to produce. The 
implementation of this model resulted in students’ improvement in their own writing in the same 
genre. The pre- and post-writing tests were evaluated by two different instruments. The genre-
based-instrument is informed by the stages and the linguistic features of the description of the 
touristic landmark genre. The performance-based instrument is the rubric of the presentational 
mode of the integrated performance assessment from Glisan, Adair-Hauk, Koda, Sandrock, & 
Swender (2003) based on five categories: language, function, text type, impact, 
comprehensibility, and language control. The pre- and post- writing tests measured by the genre-
based instrument revealed a significant improvement in students writing (p < .001). However, the 
pre- and post- writing test measured by the performance-based instrument did not show a 
significant difference. Troyan (2013) attributed this insignificance to the lack of the instrument’s 
sensitivity. Thus, Troyan showed the efficacy of the genre-based approach to writing in the 
context of elementary school age students. 
2.5 TEACHING READING IN THE GENRE-BASED PEDAGOGY  
Educational linguists used systemic functional linguistics and its metalanguage as a 
framework to scaffold reading of different genres in language courses and content areas courses 
with ELLs. For example, Palincsar and Schleppegrell (2014) used SFL metalanguage to scaffold 
ELLs’ understanding of the notion of likelihood in science texts. After the teacher introduced her 
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students to the concept of likelihood and its relation to the system of modality using everyday 
examples, students categorized the language that expressed likelihood into a scale of high, mid, 
and low degrees of likelihood.  Then, they read texts in which students identified the different 
forms that expressed likelihood to add to their scale.  They also orally practiced the interpretation 
of different degrees of likelihood.  Following the close analysis of the text, the students answered 
a prompt that provided evidence of their understanding. According to the authors, these activities 
that were supported by the metalanguage raised students’ awareness about the range of language 
resources that express the concept of likelihood. Nevertheless, the authors did not explain the 
type of prompt that elicited this evidence.  
In another study, Fang and Schleppegrell (2010) used SFL analysis and SFL 
metalanguage to help students read science texts in secondary classrooms. The SFL 
metalanguage allowed students and their teacher to discuss the content, the organization, and the 
author’s perspective in the text to support their reading. Thus, both above mentioned studies 
explained how SFL metalanguage allowed students to recognize the specialized patterns of 
language that are used in complex science texts. Both studies described how SFL text analysis 
can be used in the classroom.  However, they did not illustrate the extent to which students 
comprehended the texts.  
Moreover, to support the reading that was marginalized in the teaching/learning cycle 
(the model implemented in this study and explained in section 2.2.2.1) (Martin & Rose, 2012) 
included additional steps to the TLC to scaffold reading, which yielded the Reading to Learn 
model. This model comprises three phases with three level of support in each: (1) preparing to 
read, in which students are supported to develop an understanding of the overall text in 
preparation for a closer reading that involves more scaffolding as well as sentence reading; (2) 
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joint construction, in which teacher lead the class in joint constructing the text, which includes 
planning what they are going to write based on the detailed reading analysis of the text they read; 
(3) individual construction, in which students write a text but still with the teacher support (in 
contrast to the independent construction of the TLC).  The application of this model yielded 
promising results (e.g., Acevedo & Rose, 2007; Ramos, 2012, 2014)).  
As this review shows, the SFL analysis of texts and the metalanguage that SFL affords, 
as well as the reading to learn model informed by SFL supported students’ reading of texts in 
content areas. Nevertheless, there are no studies that show the relationship between learning to 
write using the TLC model and reading texts from the same genre, which the present study 
sought to examine.  
2.6 SUMMARY AND CONCLUSION 
The literature review above shows the potential of the SFL informed genre-based 
approach to writing with ELLs in K-12 and with FL learners in the U.S. context, demonstrating 
the support this approach can give to teachers and students during writing instruction.  
In the K-12 context with ELLs, the literature emphasizes the important role SFL text 
analysis and SFL metalanguage play in informing the genre-based approach to teaching 
academic writing (e.g., Moore & Schleppegrell, 2014; Ramos, 2015; Schleppegrell & Go, 2007; 
Schleppegrell, 2004, 2006, 2012; Schulze, 2011), as well as their role in identifying students’ 
strengths and needs and for providing students with feedback (e.g., Fang & Wang, 2011; 
Gebhard, Shin, & Seger, 2011; Schleppegrell & Go, 2007; Spycher, 2007).  The SFL analysis 
identifies the characteristic of the genre and the SFL metalanguage focuses the conversation in 
45 
the classroom on the linguistic choices and the three meanings construed in the genre (Moore & 
Schleppegrell, 2014; Schleppegrell, 2010, 2013). Thus, it is the SFL metalanguage informed by 
the analysis that supports and systematically scaffolds students’ knowledge about the linguistic 
choices available to them in a particular genre. The scaffold takes place during either one of the 
iterations of the TLC of the Sydney School or during a write-give feedback-edit cycle which had 
been preceded by lessons that had built the content of the subject.  
In the FL education context, the literature review shows that genre-based instruction 
informed by SFL is still in its infancy. In the FL educational context, the work done in the U. S. 
includes the seminal work done at GT University in the German department led by Byrnes and 
her colleagues (Byrnes, 2009; Byrnes, Maxim, & Norris, 2010), Troyan’s (2013, 2014) study in a 
Spanish elementary school program, and Colombi’s work (2002, 2006, 2009) with heritage 
speaker at the university level. All studies showed the efficacy of the genre-based approach in FL 
education in the different contexts.  
With genre-based instruction in FL education being in its infancy, it is not surprising that 
there are no studies done on Arabic, a less commonly-taught language (LCTL). Before exploring 
the genre-based approach in Arabic, Arabic genres have to be analyzed to reveal its characteristic 
features (i.e., stages and lexico-grammar) because “genres are not uniform across cultures” 
(Derewianka, 2003, p.142) and varies from language to the other. 
In turn, these characteristics will inform language educators as they prepare materials, 
instructions, and assessments for the genre-based approach. Even though (Bardi, 2008), one of 
Christian Matthiessen’s students, has described the three SFL metafunctions of Arabic, there has 
been no actual application of Arabic SFL in educational contexts. Since this approach makes 
clear how the language choices realize social contexts (and social contexts are realized by 
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language), it will be the Arabic teacher’s decision to choose when, what, and how to teach 
(Macken-Horarik, 2002) depending on the genre, register, students’ abilities, and curricula goals.  
Besides this lack of studies in FL education, the research methods used in the studies in 
both English as a second language (ESL) and FL contexts are limited. In ESL research, studies 
are mainly exploratory in that they describe the application of the genre-based approach and 
ELLs’ writings (Moore & Schleppegrell, 2014; Schleppegrell & Go, 2007; Schleppegrell, 2010).  
In FL context, in a university program that implemented the genre-based task approach, in a 
longitudinal study, Byrnes’ (2009) traced quantitatively the writing development of 14 students, 
and qualitatively the writing of one student from the cohort over the course of three consecutive 
curricular levels (levels 2, 3, and 4). Byrnes traced the changes in students’ writing through their 
use of grammatical metaphor, which is an SFL construct that indicates language development. 
Troyan’s (2013) study, in an FL context evaluated the effectiveness of his genre-based 
interactive model. He triangulated the data from qualitative SFL analysis of pre and post writing 
tests, surveys, field notes, and personal notes together with quantitative analysis of students’ 
pretest and posttest tests scores.  In this study, I follow a mixed method approach (explained in 
Chapter 3) in which students writing are quantitatively and qualitatively analyzed and compared 
after the teaching/learning cycle was implemented compared to their initial writing.  
As for research on the genre-based approach to reading, studies described the support 
SFL text analysis can give to students while reading texts.  However, there are no studies that 
showed the relationship between learning to write using the teaching/learning cycle informed by 
SFL and reading.  
Informed by the studies on the genre-based approach to writing and reading in ESL and 
FL contexts and in response to the need for more research on genre-based approach in FL 
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educational context, especially, Arabic as a less-commonly-taught language, I sought to fill in 
this need in present study. 
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3.0  METHODOLOGY 
This mixed method study investigated students’ writing before and after the genre-based 
approach (described in section 3.5) in a second semester university Arabic course. To describe 
the methodology for the study, this chapter will be divided into four sections: (1) the context of 
the study (i.e., research site and participants), (2) the research questions and alignment of data 
sources, (3) the stages and lexico-grammar for each stage in the Arabic recount genre, (4) the 
procedure and instruments for collecting and analyzing the data, and (5) the description for the 
genre-based approach implemented in this study. 
3.1 CONTEXT 
3.1.1 Site 
This research was conducted in a second semester Arabic language class in an Arabic 
program in the less commonly-taught language center at a large research university in the 
northeastern region of the US.  At the time of the study, there were 115 students enrolled in six 
levels of Arabic language classes offered in the program in addition to a number of students 
enrolled in literature and culture classes.  The researcher chose this site because of her intimate 
knowledge of the program and its progress.  This knowledge was gained during the decade in 
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which the researcher taught in the program, developed syllabi in the different language and 
culture classes, and conducted several action research projects in these classes.  
For this study, one second semester language class was chosen because teaching writing 
is part of the syllabus, and students’ enrollment in the class is relatively high (15 students).  
Additionally, the original instructor of the course (referred to in this study as the original 
instructor in order not to confuse him with the instructor (myself) who taught the classes during 
the three week study) willingly opened his class for conducting this type of research.  
3.1.2 Participants 
Participants in this study are the students and instructor. 
3.1.2.1 Students 
 To answer the five research questions below, data was collected from one intact second 
semester Arabic language class with 15 students. According to Mackey and Gass (2015), 
samples from intact classes have more face validity than other types of sampling. Enrolled in this 
class were one graduate student and 14 undergraduate students from various majors. They 
enrolled in the course to satisfy the university language requirement, to obtain an undergraduate 
certificate in Arabic Language and Linguistics or in Global Studies, or simply to learn the Arabic 
language and culture. The student in this intact class represented Arabic learners in this 
institution. 
Before the start of the study the 15 students answered the questionnaire about their 
demographic information (Appendix B). Each student’s self-reported information on the 
languages other than Arabic he/she speaks, his/her experiences before enrolling in Arabic classes 
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at the university along with each student pseudonym, gender, years at the university are depicted 
in Table 2. The achievement levels were decided by students’ former instructor from the 
previous semester. These impressionistic teacher’s ratings (high achieving [H], mid achieving 
[M], and low achieving [L]) were according to students’ grades in the course, teacher’s 
interactions with students, and teacher’s experience with the class.  Those grades corroborated 
with the pretest scores.   












before enrolling in 
university Arabic 
courses 
Sally F H Freshman Urdu (heritage) 1.Startalk beginner 
program for a month 
2. Reading for 
religious purposes 
Nancy F H Junior French (L1) Syrian cultural 
center in Paris for 3 
years 
Nicole F M Senior Punjabi (heritage) At a mosque for 
religious purposes 
Emma F M Junior Italian N/A 
Zack(L) M L Freshman N/A N/A 
Matthew M M Junior N/A N/A 
Thomas(H) M H Freshman Czech (L1) N/A 
Maria F H Graduate 3rd 
year 
Spanish N/A 
Henry(M) M M Sophomore Urdu(heritage) To read For 
religious purposes 
Iman F M Freshman Urdu (heritage) N/A 
Rob M H Freshman Arabic (heritage) Speaks at home and 
in Syria with 
relatives 
Dave M H Freshman French N/A 
Amina F H Freshman Urdu (heritage) N/A 
Majed M H Junior Urdu (heritage) To read for religious 
purposes 
Kyle M H Freshman Spanish N/A 
Note. Names of students with a subscript denote students in the focal group; H = high achievement, M = mid 




3.1.2.2 Focal group of students 
Based on students’ performance in the previous course as evaluated by their former 
instructor, students were categorized in one of three groups: low achievement level, medium 
achievement level, and high achievement level. Then, I randomly picked one student out of each 
of the achievement level groups: Zach for low achievement, Henry for mid achievement, and 
Thomas for high achievement.  To confirm these achievement levels, the three students’ pretests 
were compared to the former instructor’s assessment and found to be the same achievement 
levels. On the pretest out of the possible maximum 28 points Zach earned 8 points, Henry 11 
points, and Thomas 14 points.  The purpose of the focal group was to describe and compare in 
detail students’ linguistic choices in their writing after a more qualitative delicate SFL analysis 
was performed. 
3.1.2.3 Instructor  
For this study, I was the researcher and the instructor. At the time of the study, I was a 
doctoral candidate and have 10 years of experience teaching a variety of Arabic language and 
culture courses at the same university and at other institutions of higher education in the United 
States. My knowledge of SFL and genre comes from my doctoral course work and from my 
application of the genre-based approach (Rose & Martin, 2012) in an action research project in a 
third-year Arabic course during the spring semester of 2015.  I also taught a range of classes in 
methods for teaching FL (e.g., Principles and Practices of Foreign Language Testing and 
Assessment, Issues in FL Education, and Special Topics in FL Education) in the Master of 
Education program at the same university.   
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3.2 RESEARCH QUESTIONS 
This study is guided by the following questions: 
Research Question 1: 
What are the linguistic demands of the Recount genre in Arabic? 
a. What are the stages of the Recount genre in Arabic? 
b. What are the lexico-grammatical features for each stage of the Recount genre? 
Research Questions 2:  
What is the difference in students’ writing of the Recount genre before the genre-based 
instruction compared to their writing after the genre-based instruction as measured on the 
genre-based instrument?  
Research Question 3:  
What are the stages and the lexico-grammatical characteristics of the recount genre that a 
focal group of students are able to use after instruction in the genre-based approach as 
compared to the lexico-grammatical characteristics they used before the genre-based 
instruction? 
Research Question 4:  
To what extent students’ reading comprehension of a recount text reflected their 
understanding of the Recount genre after the genre-based approach for teaching the 
writing of a Recount was implemented? 
Research Question 5:  
How did the instructor and the students use the metalanguage of Systemic Functional 
Linguistics during the joint construction stage of the Recount genre?  
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5a. How did the focal group of students describe the purpose and linguistic features of the 
Recount genre?  
3.2.1 Alignment of data sources and research questions 
Table 3 shows how data align with each of the research questions. To answer the first 
question, a model text (Appendix C) representing the Arabic Recount of habitual events was 
analyzed using SFL as the analytic framework. To answer the second research question, the 
quantitative data came from the pretest and posttest scores as measured on the genre-based 
assessment instrument (Appendix D). As for research question 3, data came from both genre and 
SFL analysis of a focal group of students’ pretest and posttest (Appendix Q). For research 
question 4, data came from the reading comprehension test scores (Appendix F) as measured on 
the reading comprehension rubric (Appendix G).   
Table 3. Research Questions and Data Sources Alignment  
Data RQ1 RQ2 RQ3 RQ4 RQ5 
Model of the Recount genre X     
Pretest scores measured on genre instrument   X    
Posttest scores measured on genre instrument  X  X  
Genre and SFL analyses of pretests for a focal group of students   X   
Genre and SFL analyses of posttests for a focal group of students   X   
Reading comprehension test scores     X  
Transcriptions of video-taped lessons during joint-construction       X 
Observer’s field  notes     X 
Post survey    X X 
Note. RQ= research question 
For research question 5, data came from the video recordings of the two lessons taught during 
the joint construction phase of the teaching/learning cycle (i.e., the genre-based approach model 
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implemented in this study), students’ description of their understanding of the Recount genre, 
and the observer’s field notes.  
3.3 FEATURES OF THE ARABIC RECOUNT OF HABITUAL EVENTS GENRE 
The analysis of the Recount of habitual events genre which will be referred to as 
Recount) from a daily Jordanian newspaper (Appendix C) and other model texts (Appendices F 
and H) identified the linguistic demands of the Recount, the stages, and lexico-grammatical 
features in each of the stages that enabled further analysis (i.e., students’ pretests and posttests). 
The Recount genre was chosen because it is a genre students are asked to read and write as part 
of the course syllabus in a second semester Arabic course.  Moreover, stories are central in all 
cultures (Martin & Rose, 2007), and the Recount genre is classified as one type in the family of 
story genres (Martin & Rose, 2008) although notable distinctions exist between, for example, 
Recounts and Narratives.  Additionally, each text is an instantiation of the language (Halliday & 
Mattheissen, 2014) and the newspaper article chosen is an instantiation of the Recount genre.  
The Recount analyzed is from a daily Jordanian newspaper Al-doustour رﻮﺘﺳﺪﻟا  ( article 
in Appendix C and features in section 3.3.1.1), one of the three main newspapers in Jordan.  This 
text was written on the occasion of the second anniversary of King Abdullah II of Jordan’s 
ascension to the throne. The purpose of the text is to provide the reader with information about 
the King’s daily life, while foregrounding the humane side of it, a side of his life not obvious to 
his people, according to the author. The text is intended for Al-doustour’s readers, and is an 
exemplar of a Recount of habitual events. The other Recounts analyzed were written by native 
speakers to be used in this study (see section 3.3.2). 
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3.3.1 Analysis and findings of an exemplar Recount text 
The genre theory (Martin & Rose, 2008; Rose & Martin, 2012), the three SFL 
metafunctions (i.e., Textual, Ideational, and Interpersonal) (Halliday & Mattheissen, 2014), and 
the Appraisal system (White, 2001) guided the analysis of the Recount genre. The genre analysis 
was conducted by coding each paragraph according to the information that the author conveyed 
(i.e., information about the character and character’s daily event). Then, the codes were 
categorized to reveal the stages of the Recount genre and their purposes. For example, all the 
paragraphs that presented temporal information about the time when the daily routines occurred 
were coded as temporal events and then categorized in the Sequence of Events stage. Thus, the 
genre analysis depicted the stages and purpose of each stage.  
The analysis of the Textual metafunction was conducted by coding each clause for 
Theme and Rheme, then, tracing the Theme to reveal the thematic progression in each of the 
stages of the recount. The analysis for the Experiential meaning of the Ideational metafunction 
was conducted by coding the participants, processes, and circumstances in each clause. Then, 
each code was categorized in their different types to reveal the type(s) of participants, processes, 
and circumstances used to express character’s experiences in the Recount genre. For the analysis 
of the Logico-semantic relations, all clauses with expansion were coded. Then the coded clauses 
were described to reveal the type of conjunctions that supports the Expansion of the clause. 
Finally, for the analysis of the Interpersonal metafunction the types of clause (i.e., interrogative, 
and declarative) and the tense in each were traced. Additionally, the lexico-grammatical 
resources that expressed evaluation of people and things, showed the author’s positive or 
negative feelings, expressed the author’s judgment of the character’s behavior, as well as the 
language resources that raise or lower the degree of impact in the utterance (e.g., slightly dizzy, 
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somewhat dizzy, and very dizzy), sharpen, or soften the degree of preciseness in the utterance 
(e.g., a true friend, effective work), a language function known as Graduation were coded for 
each. Then, the codes were described.  
3.3.1.1 Stages and lexico-grammatical features of the Recount 
The genre analysis of the Arabic Recount genre model depicted the stages of the Recount 
genre as Title ^ Orientation ^ Sequence of Events (^ denotes followed by) as well as showed the 
purpose of each stage. Additionally, the SFL analysis depicted the lexico-grammar typical to 
each stage.  Those features explained here and summarized in Table 4. 
1. The Title:  is a brief framing of what the text is about. It tells the reader who is the 
character(s) in the Recount and indicates the timeframe of the Recount.  The Title is 
expressed through a nominal group which includes the time, the character, and an 
attribute. 
2. The Orientation stage: The purpose of this stage is to introduce the character, to indicate 
the timeframe of the Recount, and to attract the reader to read the next stage (i.e., 
Sequence of Events stage).  The character of the Recount is introduced in a nominal or 
verbal declarative clause. The nominal clause is a relational identifying clause in which a 
value is given to the name of the character or the pronoun (i.e., token). The verbal clause 
construes an action usually related to the character’s biographical information and the 
time or place of the action.  Textually, if the first clause is a nominal clause, the 
character’s name is in the Theme, with the new information about the character in the 
Rheme. If the first clause is a verbal clause two choices could be made. The first, the 
character is explicitly mentioned in the Rheme and the morphological marking on the 
verb refers to the character in the Theme. The second, the character is explicitly 
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mentioned in the Theme and the verb with its morphological marking is in the Rheme. 
The subsequent clauses that continue the introduction of the character can be (1) verbal 
clauses, the Theme is a verb (i.e., process) with a morphological marking on the verb, 
referring to the character, and/or (2) nominal clauses, the Theme is a pronoun, referring 
to the character. Thus, the linear thematic progression is established through a reference 
to the character. 
The time frame of the Recount can be introduced in two ways. In the first way, 
the time period can be expressed by a circumstance of time in a verbal declarative clause 
as part of the new information in the Rheme. In the second way, an interrogative clause 
with the circumstance of time in the Rheme, and which also establishes an engagement 
with the reader.  
To entice the reader (i.e., the hook), the author shows Appreciation of the time or 
Judgement of the character’s behavior during this time. It is expressed in a declarative 
identifying nominal clause in which a value is assigned to the time (i.e. Token), or in a 
verbal clause in which the circumstances of time indicates the time of the Recount, and 
the process indicates what the character does. It also could be expressed using questions 
about the events. 
3. The Sequence of Events stage: The purpose of this stage is to give information about the 
character’s daily events in temporal succession. The author starts this stage by 
introducing the character (Actor) explicitly in the Theme or the Rheme of the verbal 
clause. When the character is in the Theme then the process with its morphological 
marking referring to the character is in the Rheme. When the character is explicitly in the 
Rheme then the process with its morphological marking referring to the character is in the 
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Theme. The character may also be introduced using a nominal clause. The first clause 
also may set the time of the event construed through a circumstance of time.  
      The subsequent clauses may have other events happening at the same time period of the 
first event (e.g., in the morning). These events are expressed with the verb in the Theme 
with the character referenced by the morphological marking on the verb. In this type of 
clauses the Theme construes the old information (i.e., the character) and the new 
information (i.e., the event). This thematic progression is found in stories. It foregrounds 
the main character in the story and builds cohesion without repeating the Actor explicitly 
(Bardi, 2008).  These clauses usually include a temporal conjunctive  و  (and) or  ﻢﺛ (then) 
as a cohesive device as part of their Theme.  
       To signal a new time for a second event and organize the main events in 
chronological order, the next clause includes a circumstance of time in the Theme or 
Rheme. Sometimes, after a new event, the new information from the Rheme of the 
previous clause is picked up in the Theme of the next clause to expand on it and/or 
evaluate it. The expansion and/or evaluation are expressed through a verbal or nominal 
clause. Some of those verbal clauses may include evaluative language.   
     Uncertainty of the event (i.e., Modality) is conveyed using an adverbial circumstance of 
time ( i.e., ﺎﻧﺎﯿﺣأ (“sometimes”) and  ًةدﺎﻋ (“usually”)). Judgement of the character(s)’ 
behaviors, appreciation of the people, places, and things, as well as expressing the 
character’s feelings are spread throughout the Sequence of Events stage.  It is the 
evaluative language that creates the tone in the text and paints a portrait of the character. 
Often these evaluations raise or lower the degree of impact in the utterance (e.g., slightly 
dizzy, somewhat dizzy, and very dizzy), and/or sharpen, or soften the degree of 
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preciseness in the utterance (e.g., a true friend, effective work). All finites in the record 
stage construe positive polarity in the present tense.   
Table 4.Summary for the Features of the Recount Genre 
Stage Purpose Lexico-grammar realizing   the  
stage 
Linguistic  demands 
Tile  A brief framing of what 
the text is about. 





Introduces the character 







Gives the time frame of 
the Recount 
 
Attracts the reader to 
read the Recount 
 
Textual: linear thematic 
progression with character 










evaluation to the time of the 
Recount or the character, or 




Verbal clauses start with: a verb 
with its morphological marking 
referring to the character or 
explicitly with the name of a 
person.  
Nominal clauses (i.e.,  أﺪﺘﺒﻤﻟا ﺔﻠﻤﺟ
ﺮﺒﺨﻟاو(  
 
a time (e.g., مﻮﯾ [a day],  عﻮﺒﺳأ [a 
week]) 
 
Adjectives to describe the time 
or character (e.g.,  ﻞﯾﻮط مﻮﯾ [a 
long day] or ﻂﯿﺸﻨﻟا ﻞﻣﺎﻌﻟا [the 
active employee]) or adverbs 
judge the action (e.g., اﺮﯿﺜﻛ ﻞﻤﻌﯾ 





Events narrated in 
chronological order 
Textual: To mark a new time, a 
circumstance of time is in the 
Theme/Rheme. For other events 
in the same time frame, a linear 
thematic progression with the 
character foregrounded in the 
Theme, sometimes a temporal 








Experiential: In verbal clauses, 
processes (doing, saying, or 
sensing), participants (people or  
Verbal clauses starting with: a 
verb and its morphological 
marking or with the name of the 
person (e.g., ﺐﺘﻜﻣ ﻲﻓ ﻞﻤﻌﯾ [works 
in and office]) 
Or nominal sentences starting 
with a pronoun referencing the 
character ( e.g.,ﺐﺘﻜﻤﻟا ﻲﻓ ﻲھ [she 
is in the office]) 
Temporal markings (e.g., time 
 ﺔﻌﺑاﺮﻟا ﺔﻋﺎﺴﻟا [at four o’clock], or 
connecting particles such as ﻢﺛ 
[then], ﻚﻟذ ﺪﻌﺑ [after that]) 
 
Verbs to express actions, 
feelings, or mental state (e.g., 








Table 4. Summary for the Features of the Recount Genre (continued) 
Stage Purpose Lexico-grammar realizing   the  
stage 
Linguistic  demands 
   
things) ,and circumstances (time, 
place, accompaniment, or 
manner).  
 
The nominal clauses are 








language to express positive or 
negative feelings, judgment of 
behavior, or appreciation for 
people or products with Focus 
(sharpening/softening) and/or 
Force (raising/ lowering).  
 
 








Connecting particles (e.g., و 
[and], نﻷ [because], and ﻦﻜﻟ 
[but]) 
 
Adjectives to describe people 
and things  or adverbs to 
describe the action (e.g., ﺮﯿﺒﻛ 
[big] and  ﻲﮭﺷ [delicious],   ﺔﻋﺮﺴﺑ  
[Fast]) 
 
Adjectives or verbs to show 
feelings (e.g, ﺪﯿﻌﺳ [happy],  ﺐﺤﯾ 
[likes]) 
    
3.3.1.2 Linguistic demand of the Recount genre 
The SFL analysis of the Recount text revealed that writing the Arabic Recount of habitual 
events requires the knowledge of the present tense; adverbial and prepositional temporal markers 
(e.g.,  حﺎﺒﺼﻟا ﻲﻓ [in the morning] or  ةﺮﺷﺎﻌﻟا ﺔﻋﺎﺴﻟا ﻲﻓ [at ten o’clock],  ّ ﺎﺣﺎﺒﺻ [adverbial: in the 
morning]); temporal conjunction (e.g., ﻢﺛ [then]  ﻚﻟذ ﺪﻌﺑ [after that]); adjectives to describe people, 
places, and things (e.g., ﺮﯿﺒﻛ [big] and  ﻲﮭﺷ [delicious]); and circumstances of place, time, 
manner, and accompaniment (e.g., ﺐﺘﻜﻤﻟا ﻲﻓ [in the office]).  Additionally, the SFL analysis 
revealed the need to use doing verbs in the present tense related to the daily routines (ﻮﺤﺻأ [wake 
up] and لﺰﻧأ [leave]), connectors (e.g., نﻷ [because],  ﻦﻜﻟ  [but], and و [and]) to help the writer 
expand on the action, person(s), time, or things involved in the event being recounted.  
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3.3.2 The model text for the genre-based approach 
As explained in sections 2.2.2.1 and 3.5, part of the instructional genre-based approach 
(i.e., teaching/learning cycle) involves the de-construction of a model text, which has all the 
characteristics of the Arabic Recount of habitual events.  The newspaper article analyzed 
(features depicted in section 3.3.1.1 and article in Appendix C) is an exemplar of such genre; 
however, it is beyond the students’ level in respect to the length of the text and the language 
choices. Therefore, informed by both genre and SFL analysis of the newspaper article, I used a 
semi-scripted text as a model text during the de-construction phase of the teaching/learning 
cycle. The semi-scripted text (Appendix H) was obtained by asking a native speaker to respond 
to this prompt: You are featured in your local community newspaper, and you are asked to write 
an article informing your neighbors about your weekend daily routine.  Please note that some of 
your neighbors have just emigrated from other countries and speak Arabic as a second 
language. Your article should include the following stages: a Title, an Introduction [i.e., 
Orientation], and a Sequence of events stage. 
Based on the findings from the genre analysis of the newspaper article, I prompted the 
author to include the three stages of the Recount (i.e., Title, Orientation, and Sequence of 
Events). I also prompted the author that the Recount is aimed for second language learners. To 
assure the comparability of the two texts one of the members of my dissertation committee who 
is an Arabic sociolinguist approved that both the newspaper text and the semi-scripted texts are 
comparable Recount genres.  
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3.4 DATA COLLECTION AND ANALYSIS 
In order to answer the research questions above, a mixed-method study (Tashakkori & 
Teddlie, 2003) was designed; more specifically, the convergent parallel design (Creswell, 2012) 
was implemented. As illustrated in Figure 6 below, the quantitative data and qualitative data 
were collected and analyzed. Then, the results from both types of data were compared.   
 
 
         Quantitative Data Collection and Analysis 
• Pre- and post-tests measured on the  
                genre assessment instrument  
• Reading comprehension test measured on  
                                Reading comprehension rubric  
 
• Analysis: Statistical  
                                                                                 Compare and                        Interpret 
                                                                                                   relate                                 
       







Figure 6.  Convergent Parallel Design (Based on Creswell (2012)) 
 
The quantitative and qualitative data collection and analyses complemented each other 
and allowed for a complete interpretation (Ivankova, Creswell, & Stick, 2006) that captured the 
trends and details in students’ writings (on the pretest and posttest). The SFL qualitative analysis 
of students’ texts provided a description for the quantitative data obtained from scoring the 
pretests and posttests on the genre-based assessment instrument (Appendix D) explained in 
section 3.4.1.4. Attention to how students employed the language resources to express the three 
 Qualitative Data collections and analysis 
• SFL analysis of pretest posttest of 
focal group 
• Post survey 
• Video recordings and field notes of 
lessons 




metafunctions provided useful insights on the different impact that the genre-based approaches 
had on students’ writing. Additionally, the quantitative data obtained from students’ reading 
comprehension test (Appendix F) measured on the reading comprehension Rubric (Appendix G), 
explained in section 3.4.1.7, and the qualitative data on their perceptions on the relation between 
writing a Recount and reading one showed the relationship between writing a Recount and 
reading a text from the same genre. Both types of data helped understand students’ strengths and 
weaknesses in their writing and reading as a result of the implementation of the genre-based 
approach. Additionally, the qualitative analysis of the metalanguage the students and their 
instructor used during joint construction of the Recount showed the type of metalanguage that 
mediated the joint construction of the Recount. 
3.4.1 Quantitative data collection and instruments  
For the quantitative data collection, I followed a pretest and posttest design with one 
intact class. This design supports a high internal validity (Fife-schaw, 2006).  In other words, it 
increases the confidence in the relationship between the independent variable (instruction) and 
the dependent variable (pretest and posttest). The pretest was administered at the start of the 
three-week study (before the teaching/learning cycle was implemented), and the posttest was 
administered at conclusion of the study.  Both tests were scored on the genre-based assessment 
instrument (Appendix D) explained in section 3.4.1.1. Additionally, at the end of the study, 
students read a Recount text and took a reading comprehension test (Appendix F) that included 
structured recall prompts.  The reading comprehension tests were scored on the reading 
comprehension rubric (Appendix G) explained in section 3.4.1.7.   
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3.4.1.1 Pretest  
The pretest (Appendix E) was administered at the beginning of the study. The writing 
prompt was adapted from the course textbook. In the textbook, the prompt states, “watch the 
silent video and then write a story describing ﻦﺘﺴﯾﺮﻛ ةذﺎﺘﺳﻻا ةﺎﯿﺣ ﻲﻓ مﻮﯾ [a day in the life of 
Kristen]” (Brustad et al., 2011, p. 196).  Although the prompt uses the term story, the 
requirements of the writing task focusing on daily routines are clearly anchored in the Recount 
genre (a type of story). For example, the video shows the activities Professor Kristen does during 
the day. It shows Professor Kristen waking up at 7 A.M., then watching the weather forecast, and 
taking breakfast.4 At another time of the day, it shows Kristen at work and at the gym. It ends the 
video by showing Kristen husband, Mahmood, at home sitting and talking. This video with the 
sequence of habitual events reflects the Recount genre. By adding a context to the prompt, the 
students had an audience to interact with, and this helped them see writing as a social act 
(Yasuda, 2011) instead of approaching writing  as a task de-voided of context. The 
contextualized prompt states, “This week, your school newspaper is featuring your professor, 
Professor Kristen. As you are one of her students, we ask you to write a Recount about her daily 
routine. Watch the silent video, and, then, write a recount describing     ﻦﺘﺴﯾﺮﻛ ةذﺎﺘﺳﻻا ةﺎﯿﺣ ﻲﻓ مﻮﯾ 
[“a day in the life of Kristen”]. This adapted prompt established a context of situation for the 
text, in which the audience is a newspaper reader (Tenor), the Field (i.e., content of the Recount) 
is the information about Professor Kristen’s life, and the Mode is a written article for the 
school’s newspaper.  
                                                 




The pretest was administered in the classroom. The video was shown two times. For the 
first viewing, the students only watched the video without taking notes. For the second viewing, 
students were asked to watch and take notes. Watching the video several times and note taking 
using the language of their choice assured that all the students knew the events in the video 
before starting to write. Subsequently, students were given 50 minutes to respond to the prompt  
(Sasaki, 2004; Yasuda, 2011).  A list of vocabulary words were given to students to refer to, if 
needed. The aim of the list was to support students’ concentration on the composition of the 
Recount rather than on recalling the new vocabulary. 
3.4.1.2 Posttest    
At the end of the unit, the same prompt, procedure, and time assigned for the pretest was 
used for the posttest (Appendix E).  In the next section, I explain the rationale for my choice for 
choosing the same pretest and posttest.  
3.4.1.3 Validity for pretest and posttest and rationale 
The usage of the same prompt for both pretest and posttest (1) ruled out the 
instrumentation threat to validity (Malone & Mastropieri, 1992; Mertens, 2005); (2) eliminated 
any factors other than the genre-based approach responsible for the improvement in students’ 
genre writing; (3) eliminated the vocabulary related to the genre as an extraneous variable, 
because with beginners students we have to be concerned about making the vocabulary constant; 
Additionally, the 10 day lag time between the pretest and posttests supports the validity of this 
design.   
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3.4.1.4 Genre-based assessment instrument 
The findings from the genre analysis and from the SFL analysis of the three 
metafunctions for each of the three stages of the recount genre in the model text informed the 
genre-based assessment instrument (Appendix D). The instrument was divided into three parts 
according to the stages of the recount genre (i.e., Title, Orientation, and Sequence of Events) and 
the expected lexico-grammatical features that were taught during the teaching/learning cycle for 
each stage. The quantification for the lexico-grammar for each stage took into account the 
Recount that students were asked to write in response to the pretest and posttest prompt. The 
quantification for the lexico-grammatical features were decided after a speaker of the language 
answered the prompt, and I counted the number of lexico-grammatical resources expressing each 
category on the genre-based assessment instrument. The maximum score that could be awarded 
was 28 points for including the expected lexico-grammatical features of the Recount in each 
stage.  
Title 
For the Title stage, one point was awarded for including a nominal group that contains 
the character, a circumstance of time, and an attribute.  
Orientation 
For the Orientation stage, one point was awarded for including a nominal or verbal clause 
with the character explicitly introduced in the first clause; one point was awarded for the 
presence of each of the three additional introductory clauses which gives information about the 
character.  Those clauses were either nominal including a pronoun that refers to the character in 
the Theme or verbal with the character implied in a morphological marking on the verb.  
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Additionally, a point was awarded for including the time frame of the Recount using a 
circumstance of time.  The hook clause, which function is to attract the reader to read the 
Sequence of Events stage, was awarded one point and had to contain an appreciation for the time 
or the character of the Recount, or judgment of character’s behavior.   
Sequence of Events 
For the Sequence of Events stage, the points were awarded for including the lexico-
grammar typical for each of the three metafunctions. For the Textual metafunction, the 
organization of the stage (in chronological order for main events and linear thematic progression 
for other events in the same time frame) was measured. One point was awarded for the first 
verbal or nominal clause that records the first event and included the character explicitly in the 
Theme or the Rheme of the clause. For the main events expressed through a verbal clause, two 
points were awarded for recording seven events, one point for recording five – six events and no 
point for recording less than five events provided the circumstance of time was in the Theme or 
Rheme, thus establishing the chronological order. For the other events in the same time frame of 
the main events, a linear thematic progression was expected. For the verbal clauses, the verb with 
morphological marking on the verb referencing the character is in the Theme, for relational 
clauses, the pronoun referencing the character is in the Theme.  Two points was awarded for 
Including 20 or more of those verbal or relational clauses; one point was awarded for including 
10-19 clauses; and no points was awarded for including less than 9 clauses. 
Additionally, two points were awarded for not mentioning or only mentioning one time 
the character of the Recount explicitly and redundantly (relying only on the morphological 
marking on the verb); one point was awarded for mentioning the character explicitly and 
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redundantly two – three times; and zero points was given for mentioning the character more than 
four times explicitly and redundantly.  
For the Ideational metafunction, both the Experiential meaning and the Logico-semantic 
relations were measured. For the Experiential meaning, the number of verbal clauses (that 
include participant, process, and optional circumstance(s)) as well as the number of relational 
clauses were counted.  Two points were awarded for including 20 – 30 clauses; one point was 
awarded for including 10 – 19 clauses; and zero point was awarded for including less than 10 
clauses.  
As for the lexico-grammar that construed expansion on the events, two points were 
awarded for expanding on clauses four or more times; one point was awarded for expanding two- 
three times; and no points were awarded for only expanding less than two times.  
As for the interpersonal metafunction,  two points were awarded for including  20 -25 
events using declarative clauses; one point was awarded for including 10 – 19 events using 
declarative clauses; and no point was given for including less than 10 events using declarative 
clauses.  Additionally, 2, 1, or 0 points were awarded for including 20-25, 19-15, or less than 14 
events recorded in the present tense respectively.   
I counted the number of lexico-grammatical resources that expressed evaluation of 
people and things (i.e., Appreciation), showed the character’s positive or negative feelings (i.e., 
Affect), expressed the author’s judgment of the character’s behavior (Judgment); and (4) the 
language resources that raise or lower the degree of impact in the utterance (e.g., slightly dizzy, 
somewhat dizzy, and very dizzy), sharpen, or soften the degree of preciseness in the utterance 
(e.g., a true friend, effective work), a language function known as Graduation. For those lexico-
grammatical resources (other than using Graduation to express the time of the events), two points 
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were awarded for including ten or more language resources that expressed Affect, Appreciation, 
Judgment, or Graduation; one point was awarded for including six to nine of those language 
resources; and zero point was awarded for including less than six of those language resources. 
Additionally, one point was awarded for expressing modality two or more times and no points 
were awarded for including modality less than two times.  
3.4.1.5 Validity of the genre-based assessment instrument  
The genre-based assessment instrument was informed by both genre and SFL analysis of 
the model text. That is, the categories on the assessment instrument were decided based on these 
analyses. I asked a speaker of the language to answer the pretest/posttest prompt in writing. 
Then, I decided the quantification of each category on the assessment instrument based on his 
response, and I counted the lexico-grammar in the text for each category. Informed by those 
numbers, I assigned a score range for each category on the genre-based assessment instrument.  
To confirm that the assessment instrument measured what it was supposed to measure, I rated 
students’ written answers to the same prompt from previous semesters. 
3.4.1.6 Inter-rater reliability  
To establish interrater reliability regarding the use of the genre-based instrument, 30% of 
the total number of pretests and posttests were evaluated by two raters. I was one of the raters 
and the second rater was the original course instructor in which this study was conducted.  The 
original instructor received training on both genre and SFL analysis of the lexico-grammatical 
features of the Recount. He also attended the classes during the duration of the study. In order to 
ensure rating consistency, the second rater was also familiarized with the assessment tool.  
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To calibrate ratings, the second rater and I first discussed what meant by each category on 
the instrument to establish a common understanding of the instrument. We practiced rating 
samples of texts from students’ writings in the other Arabic section which were also in response 
to the same prompt. We then discussed our agreement/disagreement on each of the categories on 
the instrument. Once a general agreement on the rating was achieved and the two raters felt 
comfortable with the instrument, we proceeded with independent ratings of the pretests and 
posttests (Yasuda, 2011). Approximately 30% of the pretests and posttests were randomly picked 
to be evaluated by the two raters; that is, 10 out of 30 tests. The other 70% were rated by the 
researcher, and, if any doubt occurred in any of the ratings, the second rater was asked to re-
evaluate the test. To compare the ratings and to determine the consistency between the two 
raters, Pearson correlation coefficient was calculated (r = .954).   
3.4.1.7 Reading comprehension test   
At the end of the unit of study, students were asked to read a Recount and answer 
structured recall prompts in their first language (L1) (Appendix F). In other words, students’ 
reading comprehension was assessed on their ability to recover meaning of the Recount text 
(Rand, 2002). The rubric was based on ideal expected responses.  For the orientation stage, 
students had to describe the character, the time of the recount, and the hook. For the Record 
stage, students had to describe the recorded events and the detail(s), if available.  The reading 
comprehension prompts were scored one for the right answer and zero for the wrong answer. The 
maximum score that any student could have earned was 26 points.  
 Students’ use of their L1 to express comprehension diffused any doubt whether difficulty 
existed because of students’ lack of comprehension or because of problems of expression in the 
target language (Swaffar & Arens, 2005).  It also eliminated any misinterpretation as to whether 
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the students comprehended the text or were just lifting local words and phrases out of the text 
(Shrum & Glisan, 2010).   
To determine an inter-rater reliability the researcher and the original instructor of the 
class rated about 50% of the tests and Pearson correlation coefficient was calculated (r = .965).   
3.4.2 Quantitative data analysis  
3.4.2.1 Pretest and posttest quantitative analysis 
The descriptive and inferential statistical analyses for the scores from the 15 student 
participants’ pretest and posttests measured on the genre-based instrument were performed on 
SPSS statistical software.  The descriptive statistics included the mean, median, standard 
deviation, and the minimum and maximum scores on each of the pretests and posttests as 
measured on the genre-based instrument. The descriptive analysis helped describe the features of 
the scores and identify any outliers. 
For the inferential statistics, the Wilcoxon Signed-Ranks Test was used, a non-parametric 
test, which corresponds to the paired sample t-test.  However, the Wilcoxon Signed-Ranks Test 
does not make assumption about the normality of the data distribution.  Therefore, the Wilcoxon 
Signed-Ranks Test may have more power for a non-normal distribution (as are the scores on the 
pretest and posttest) and produces more accurate results than the parametric paired sample t-Test.   
3.4.2.2 Reading comprehension test for recount genre  
Quantitative data also came from scoring the reading comprehension of the recount text 
(Appendix F) on the reading comprehension rubric (Appendix G).  The descriptive statistics 
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explained above for the pretest and posttest scores (section 3.4.2.1) were also used to describe 
students’ reading comprehension scores.  
3.4.3 Qualitative data collection and analysis 
3.4.3.1 Pretest and posttest qualitative analysis 
The qualitative data came from the focal group of students’ pretests and posttests 
(Appendix Q). The genre (Martin & Rose, 2008; Rose & Martin, 2012) and SFL analyses (Bardi, 
2008; Halliday & Matthiessen, 2014) of the pretests and posttests for the focal group of students 
provided a more delicate analysis of students’ use of the lexico-grammar typical to each stage of 
the Recount genre. The genre analysis revealed the stages of the Recount that students included 
in their texts. Each student’s text was coded for the purpose he/she conveyed in each part of 
his/her text. Then each purpose was compared to the typical purpose of each stage in the Recount 
to reveal the presence or absence of each stage in students’ texts. As explained below, the SFL 
analysis showed the lexico-grammar each of the students used to express the three metafunctions 
(i.e., Textual, Ideational, and Interpersonal) on the pretest and posttest. Then, the lexico-grammar 
was compared with the lexico-grammar that is typical to the Arabic Recount (see section 
3.3.1.1).  
For the analysis of the Textual metafunction, the clauses were coded for Theme and 
Rheme. Then, the thematic progression in each student’s text was traced. For the analysis of the 
Experiential meaning in the Ideational metafunction, the processes were coded, counted and 
categorized according to their types (e.g., processes of doing, saying, and sensing). Likewise, the 
participants and circumstances were categorized according to their types.  For the analysis of 
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Logico-semantic relations in the Ideational metafunction, for all the expanded clauses the 
conjunctions each student used to realize the expansion were coded.   
For the analysis of the Interpersonal metafunction, the language resources each student 
used to evaluate the character(s) and things (i.e., Appreciation), express feelings (i.e., Affect), 
and judge the behavior of the character(s) (i.e., Judgement) were coded. Additionally, I coded the 
language resources that raise or lower the degree of impact in the utterance (e.g., slightly dizzy, 
somewhat dizzy, and very dizzy), sharpen, or soften the degree of preciseness in the utterance 
(e.g., a true friend, effective work). Then, the evaluative language, which was coded, was 
assessed and recoded for its contribution to the tone of the text and the portrayal of the main 
character.  For the Recounts the students wrote on the pretest and posttest, a positive tone and a 
portrait of the main character (Kristen) as a hardworking professor were expected. This type of 
descriptive SFL analysis is a common approach in SFL-based studies (e.g., Schleppegrell & Go, 
2007; Schulze, 2011; Spycher, 2007) that supports comparing and describing students’ use of the 
lexico-grammatical characteristics of the genres.  
These findings from the SFL analysis of the focal group of students were compared 
(Creswell, 2012; Hatch, 2002) with the pretest and posttests’ scores quantitative statistical 
analysis results. The comparison brought the strength of both data sets and corroborated the 
quantitative results with the qualitative findings (Creswell & Plano Clark, 2007) as discussed in 
Chapter 4.  
3.4.3.2 Video recordings of lessons  
During the teaching/learning cycle (Rose & Martin, 2012) (i.e., the genre-based model 
implemented in this study) the two lessons of the joint construction phase were videotaped. The 
purpose of the joint construction phase is for the instructor and students to collaboratively write a 
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Recount with all its typical features in order to prepare students to write another Recount 
independently. To scaffold the joint writing of a complete Recount, in the first lesson, the 
instructor and her students worked together to revise a text taken from the course textbook (AL-
Kitaab fii Ta'allum al-'Arabiyya, part 1, by Brustad, Albatal, and Altonsi) (Appendix P) that was 
missing some of the features of the Arabic Recount genre. In the second lesson, after watching a 
video about the daily routine of a university student, Jamal, on his study abroad trip, the 
instructor and her students worked together to co-write another Recount while taking into 
account the characteristics of the Arabic Recount genre. 
The video recordings during the joint construction phase were transcribed. During the 
first read, the transcribed lessons were coded (Saldana, 2012) for metalanguage used to: (1) 
describe the organization of the Recount (i.e., Textual metafunction), (2) to present the content in 
the Recount (i.e., Ideational metafunction), and (3) to include the author’s voice (i.e., 
Interpersonal metafunction through evaluative language). Then, the metalanguage in each 
category was described for how the metalanguage and what type of metalanguage was used by 
the students and teacher to jointly construct the Recount. 
3.4.3.3 Post study survey  
At the end of the three week study, students answered two questions on the post study 
survey (Appendix I). The first question asked students about their perceptions on the relationship 
between learning to write a Recount and reading a Recount in the question did learning to write 
a Recount genre help you in the reading comprehension of the Recount text? Explain. The 
students answered the question on a Likert scale (i.e., 1= not at all, 2= a little, 3= somewhat, 4= a 
lot) and in a narrative.  Responses on the Likert scale were statistically described by the 
frequency of responses for each item on the scale (Babbie, 2010). The open ended part of the 
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question was coded and categorized according to the emergent theme (Saldana, 2012). This part 
was compared with the reading comprehension scores to answer research question 4. 
The second question on the survey asked students to describe the Recount genre as they 
understand it: Your friend in the other Arabic class has an assignment to write a Recount genre; 
he asked you for help.  How would you explain to him/her how to write a Recount genre? (You 
may use Arabic/English or illustrations to answer this question. Informed by the features of the 
Recount (section 3.3), the answers of the focal group of students were coded for the presence or 
absence (Saldana, 2012) of the description of the overall social purpose of the Recount, social 
purpose of each stage of the Recount (Title Orientation, and Sequence of Events), as well as the 
lexico-grammatical characteristics that expressed the Textual, Ideational, and Interpersonal 
metafunction in the Orientation and Sequence of Events stages.  This analysis showed students’ 
understanding of the Recount and complemented the findings from the qualitative and 
quantitative analysis of the pretests and posttests.  
Additionally, the type of metalanguage that was used to describe the genre was 
categorized and described. Then, those findings were compared to the metalanguage students 
used during the joint construction stage. This comparison gave a full description of students’ use 
of the metalanguage and students’ understanding of the genre, which was used to answer 
research question 5.   
3.4.3.4 Observer’s field notes 
During the study, the observer, the original instructor of the course, attended all the 
classes and wrote field notes about the students’ use of metalanguage. The field notes were 
coded for the type of metalanguage. Then, the findings were compared with the findings in 
research question 5. 
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3.5 DESCRIPTION OF THE GENRE-BASED APPROACH DURING THE UNIT OF 
INSTRUCTION 
Informed by the characteristic features of the Arabic Recount described in section 3.3, I 
developed the genre-based unit of instruction with the objective to teach students how the Arabic 
Recount works so that they could write a culturally and linguistically informed Recount. The 
features of the Recount were made visible to students during the teaching/learning cycle (TLC), 
the genre-based model implemented during the three-week study. The model includes three 
phases (i.e., de-construction, joint construction, and independent construction), while it 
emphasize keeping the context and building the content in focus during the three phases. The 
schedule for the three week genre-based unit of instruction is depicted in  
, and a more detailed description of each lesson is presented in the subsection below. 
Table 5. Outline for the Lessons During the TLC 







Building the field 












Introduction to the concept of genre and 
Register, and Recount.  
Deconstruction of Recount, building the field, 
and setting the context 
Deconstruction of text  
Joint construction, building the field, and 








Joint construction of the text, building the 
field, and setting the context   
Independent construction (i.e., Posttest) 
Reading comprehension test and Post survey 
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3.5.1 Lessons during the teaching/learning cycle 
3.5.1.1 Lessons 1 and 2 
In preparation for the pretest (and for building the field for the model text used in the 
deconstruction phase), I introduced my students to cultures of the daily events of different Arab 
people (e.g., a student and a teacher), particularly focusing on how they allocate the days of the 
week (e.g., weekend is on Friday and Saturday) and typical daily schedules (e.g., lunch at 2:00 
PM). This introduction required teaching the vocabulary and grammar choices available and that 
could be used in the Recount of habitual events (e.g., telling time, ordinal numbers, conjunctions 
to support the sequencing of events, time markers, and the present tense) (worksheets in 
Appendix J, K, and L). Students then watched a video (Brustad, Al-Batal, & Al-Tonsi, 2011a) 
about a teaching assistant’s (TA) daily routine in one of the Egyptian universities (viewing guide 
Appendix M). This video initiated the use of the vocabulary and grammar in context. For 
example, as a post-viewing activity, students practiced the use of terms that express occurrences 
of events , ﺎﻤﺋاد(اﺪﺑأ و,ﺎﻧﺎﯿﺣأ. ةدﺎﻋ  [always, most of the times, sometimes, and never])  and time 
(Appendix K). Students also practiced those terms by asking their friends’ questions about their 
daily routines, later reporting their findings to the class (Appendix L).  The video initiated 
comparative discussions about everyday activities in Arab and American cultures.  Kyle, one of 
the students, for example, observed that graduate assistants do not teach classes in Egyptian 




3.5.1.2 Lesson 3  
During lesson 3, the pretest (Appendix E) was administered.  
3.5.1.3 Lesson 4 and lesson 5 
Lessons 4 and 5’s objectives were to explain the concepts of genre, register, and Recount, 
as well as to make the stages and lexico-grammatical features of the Recount visible to students 
(i.e., a deconstruction of the genre).  I initiated the conversation on genre and register while 
displaying a PowerPoint image of a recipe text, a genre familiar to students. I made students 
notice the different stages of the recipe genre (the name of the dish ^ the ingredients ^ and the 
directions [^ denotes followed by]). We discussed the purpose of each stage and how the overall 
purpose is achieved by including all the required stages. I pointed out that sometimes there are 
additional optional stages, such as the nutrition facts stage in the recipe genre (worksheet in 
Appendix N was used to help students understand those terms). 
The conversation also included the concept of register and how the language changes 
depending on the Mode of communication (i.e., written or oral), the expected reader (i.e. Tenor), 
and the content (i.e., Field). One student, Majed, commented about the language he would use to 
give direction in comparison to the language of written directions, an interesting example of 
students’ understanding of the concept of register. Majed observed, “I only thought of it now 
….if I read direction and want to explain it to somebody, I explain in slang.” Understanding such 
concepts set the stage for the deconstructing the Recount.   
For the deconstruction of the Recount, I displayed the model text (Appendix H) that was 
divided into clauses and gave a copy to each student. The text is a newspaper article that 
describes the weekend routine of a Jordanian student in her community where many immigrants 
live. Before its deconstruction, the text was read and discussed in class. As a class we also 
79 
discussed the overall purpose of the Recount and the possibility of writing Recounts in other 
contexts. For example, Mira suggested that a Recount can be for documenting the schedule of a 
person for a police report. Students were also prompted to examine the purpose of each section 
in the text (i.e., stages of the Recount). I then led the class to deconstruct the Recount.  
First, to make the organization of the text visible to students, I explained to the class that 
the Theme is the part of the clause (person, thing, or circumstance) about which we provide new 
information in the Rheme. Together, we color coded the clauses in the Recount to mark the 
Themes and Rhemes. Then, as a class, we traced the thematic progression in both the Orientation 
and Sequence of Events stages. Second, to show them the types of participants, of processes, and 
of circumstances used to express the Experiential meaning in the Ideational metafunction, we 
color coded each in the text. Then, as a class, we categorized each type and traced its function. 
For example, students noticed the sensing verbs like ﺐﺤﺗ [love] is used to express the character’s 
feelings. This led to a conversation about other lexico-grmmatical choices that express feelings  
(e.g., ﻞﻀﻔﺗ [prefer]). Additionally, to make the Logico-semantic relations in the clauses visible 
(i.e., expansion on the clause), I made students notice the use of  و to expand on the clause and 
gave other examples for the possibility of using   ﻦﻜﻟ [but] and نﻻ [because].  
Third, to make students aware of the function of the evaluative language (i.e., 
Interpersonal metafunction), I asked students to underline the language resources where they 
thought the author is evaluating the character, expressing the character’s feelings, or judging the 
character’s behavior. Then, as a class, we had a conversation on what these resources add to the 
text in regard to its tone, while pointing out that some of the evaluative language may be 
implicit, such as ﺎﮭﺘﻠﺋﺎﻋ ﻊﻣ يﺎﺸﻟا بﺮﺷ  [she drinks coffee with her family] and some might not 
contribute to the tone, such as ءادﻮﺳ ةﻮﮭﻗ بﺮﺸﺗ [She drinks black coffee]. Additionally, students 
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underlined the evaluative language that contributes to paint a portrait of the character. As a class 
we discussed how those language resources function.  
After the deconstruction of the text, I designed activities to have students practice the use 
of those lexico-grammatical features. For example, to practice the organization of the Recount, I 
gave students a Recount cut-up into clauses and asked them to organize it according to the 
typical thematic progression (Appendix O). This same Recount text was used to draw students’ 
attention to choices made for the types of participants, processes, and circumstances used. To 
practice the use of evaluative language to set a tone in the text, students enjoyed changing the 
tone in the model text (used in the deconstruction phase Appendix H) from a positive one to a 
negative one by changing the language choices.  
3.5.1.4 Lessons 6 and 7 
Lessons 6 and 7 were dedicated to jointly construct two Recounts with the students. In 
the first lesson, to scaffold the writing of a complete Recount, the students and I jointly edited a 
text that missed some of the features of the Recount (Appendix P). One of the students, Rob, 
categorized the incomplete Recount as “unclear,” and Thomas remarked that the “sentences are 
out of order.” We identified the missing stages and added them. We then edited the organization 
and content in the text. We also edited the evaluative language in order to create a tone in the 
text. 
In the second lesson, we jointly constructed a Recount after watching a silent video about 
the daily routine of a student on a study abroad trip. During the joint construction, I build the 
content based on the events in the study abroad trip and set the context by indicating that the 
Recount is intended to be published in the school’s newspaper for the university’s readers (i.e., 
context). The writing process was a collaborative one in which the majority of the students 
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participated; students constructed the clause, either on their own or in consultation with one of 
their peers, which I then wrote on the board. I drew the students’ attention to the lexico-grammar 
of each clause to decide if any changes were needed to the clause before joint constructing the 
next one.  
3.5.1.5 Lesson 8  
The 50-minutes posttest took place during lesson 8. 
3.5.1.6 Lesson 9  
Lesson 9 was used for the reading comprehension test (Appendix F) and the post-study 
survey (Appendix I).  
In the next chapter, the data analysis and findings are presented.  
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4.0  FINDINGS 
This chapter presents the findings, for the five research questions, organized in five 
sections. Each section also gives a summary of the data collection methods. As described in 
Chapter 3, data collection occurred over a three-week period with five hours of classes/week, in 
a second-semester Arabic class at the university level with 15 students. During those classes, the 
teaching/learning cycle (TLC) of the Sydney School project (Martin & Rose, 2012) was 
implemented to teach the Arabic Recount genre of habitual events.5  
4.1 RESEARCH QUESTION 1: CHARACTERISTICS OF THE ARABIC RECOUNT 
This section reviews the data collection and analysis method used to answer Research 
Question 1 and summarizes by way of introduction to this chapter what was presented in greater 
detail in Chapter 3. 
What are the linguistic demands of the Recount genre in Arabic? 
a. What are the stages of the Recount genre in Arabic? 
b. What are the lexico-grammatical features for each stage of the Recount genre? 
                                                 
5 In this document the Recount of habitual events is referred to as the Recount. 
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The detailed answer to this question is presented as part of the methodology because this analysis 
was necessary for the design of the intervention and the analysis of students’ tests.  
4.1.1 Data collection and analyses for the Recount genre 
To answer Research Question 1, an authentic text that represents the recount genre was 
taken from the daily Jordanian newspaper Al-doustour (Appendix C) and analyzed using SFL as 
the analytic framework. The article provided information about the King of Jordan’s daily 
routine and was written on the occasion of his ascension to the throne. The genre analysis 
revealed the stages of the Recount genre and the purpose of each stage. This analysis was done 
by coding each paragraph according to the information that the author conveyed. Then, the codes 
were categorized to reveal the stages of the Recount genre and their purposes. For example, all 
the paragraphs that presented temporal information about the events when daily routines 
occurred were coded as temporal events and then categorized in the Sequence of Events stage. 
The SFL analysis for each of the three metafunctions (i.e., Textual, Ideational, and 
Interpersonal) in each of the stages revealed the lexico-grammatical characteristics that realized 
each metafunction. The Textual metafunction was concerned with the organization of the text, 
the Ideational metafunction was concerned with the content, and the Interpersonal metafunction 
was concerned with the evaluation of people and things, the positive and negative feelings 
expressed in the text, and judgments of the character(s) behaviors. The SFL analysis was done by 
coding the text three times, once for each metafunction.  For each metafunction, the codes in 
each stage were then categorized according to the lexico-grammar used. The categories then 
revealed the typical lexico-grammatical characteristics that construed each metafunction for each 
stage. 
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4.1.2 Features of the Recount genre 
Table 6 summarizes the findings for the characteristic features in each of the three stages 
of the Recount genre (i.e., Title, Orientation, and Sequence of Events). It presents the purpose of 
each stage, the lexico-grammatical resources that realize each of the stages, and the linguistic 
demands for each. In the context of this study, linguistic demands mean what students need to be 
able to control to realize to lexico-grammatical resources needed to construct the Recount genre.  
The findings from this question were used during the teaching/learning cycle, and also informed 
the quantitative and qualitative analyses of the pretests and posttests to answer Research 
Questions 3 and 4 respectively (sections 4.2 and 4.3).  
Table 6. Summary of the Features of the Recount Genre  
Stage Purpose Lexico-grammar realizing   the  
stage 
Linguistic  demands 
Tile  A brief framing of what 
the text is about. 





Introduces the character 







Gives the time frame of 
the Recount 
 
Attracts the reader to 
read the Recount 
 
Textual: linear thematic 
progression with character 










evaluation to the time of the 
Recount or the character, or 




Verbal clauses start with: a verb 
with the morphological marking 
referring to the character or 
explicitly with the name of a 
person.  
Nominal clauses (i.e.,  أﺪﺘﺒﻤﻟا ﺔﻠﻤﺟ
ﺮﺒﺨﻟاو(  
 
a time (e.g., مﻮﯾ [a day],  عﻮﺒﺳأ [a 
week]) 
 
Adjectives to describe the time 
or character (e.g.,  ﻞﯾﻮط مﻮﯾ [a 
long day] or ﻂﯿﺸﻨﻟا ﻞﻣﺎﻌﻟا [the 
active employee]) or adverbs 
judge the action (e.g., ﺜﻛ ﻞﻤﻌﯾاﺮﯿ  

















Events narrated in 
chronological order 
Textual: To mark a new time, a 
circumstance of time is in the 
Theme/Rheme. For other events 
in the same time frame, a linear 
thematic progression with the 




Theme, sometimes a temporal 









Experiential: In verbal clauses, 
processes (doing, saying, or 
sensing), participants (people or 
things) ,and circumstances (time, 
place, accompaniment, or 
manner).  
 
The nominal clauses are 
relational or existential  
 
Logico-semantic meaning: 




language to express positive or 
negative feelings, judgment of 
behavior, or appreciation for 
people or products with Focus 
(sharpening/softening) and/or 
Force (raising/ lowering).  
 
Verbal clauses starting with: a 
verb and its morphological 
marking or with the name of the 
person (e.g., ﺐﺘﻜﻣ ﻲﻓ ﻞﻤﻌﯾ [works 
in and office]) 




with a pronoun referencing the 
character ( e.g.,ﺐﺘﻜﻤﻟا ﻲﻓ ﻲھ [she 
is in the office]) 
Temporal markings (e.g., time 
 ﺔﻌﺑاﺮﻟا ﺔﻋﺎﺴﻟا [at four o’clock], or 
connecting particles such as ﻢﺛ 
[then], ﻟذ ﺪﻌﺑﻚ  [after that]) 
 
 
Verbs to express actions, 
feelings, or mental state (e.g., 






Nominal sentences (i.e.,   ﺔﻠﻤﺟ
ﺮﺒﺨﻟاو أﺪﺘﺒﻤﻟا 
 
Connecting particles (e.g., و 
[and], نﻷ [because], and ﻦﻜﻟ 
[but]) 
 
Adjectives to describe people 
and things  or adverbs to 
describe the action (e.g., ﺮﯿﺒﻛ 
[big] and  ﻲﮭﺷ [delicious],   ﺔﻋﺮﺴﺑ  
[Fast]) 
 
Adjectives or verbs to show 





4.2 RESEARCH QUESTIONS 2: DIFFERENCE IN STUDENTS’ WRITTEN 
RECOUNTS BEFORE AND AFTER THE GENRE-BASED APPROACH AS 
MEASURED ON THE GENRE-BASED ASSESSEMENT INSTRUMENT 
In this section, the data collection methods and findings from quantitative analyses of 
students’ pretest and posttest scores are presented to answer Research Questions 2:  
What is the difference in students’ writing of the Recount genre before the genre-based 
instruction compared to their writing after the genre-based instruction as measured on the 
genre-based instrument?  
4.2.1 Data collection and analyses for Research Question 2 
The data used to answer this question came from the pretest and the posttest (Appendix 
E) administered at the beginning and at end of the three-week study respectively. The pretest and 
posttest were in response to the same prompt. The prompt (as detailed in chapter 3 section 
3.4.1.1) asked students to watch a silent video featuring Professor Kristen acting her daily 
routine. The video showed Kristen’s seven main daily events and detailed some of them.  
The pretest and posttest were scored with the genre-based assessment instrument 
(Appendix D). This assessment instrument was informed by the characteristic features of the 
Recount found in section 3.3. and 4.1.  For the Title stage, the genre-based assessment 
instrument measured the presence and absence of the nominal group that represented the time 
and character of the Recount. For the Orientation and Sequence of events stages, the genre-based 
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assessment instrument measured the presence and number of lexico-grammatical resources that 
students used to construe the three metafunctions (i.e., Textual, Ideational, and Interpersonal) in 
those stages as defined in Systemic Functional Linguistics. For the Orientation stage, it measured 
1) the presence of Themes (foregrounding the character) that construed the organization of the 
this stage in linear thematic progression (i.e., Textual metafunction); 2) the presence of a 
circumstance of time to express the time frame of the Recount (i.e., Experiential meaning in the 
Ideational metafunction); and 3) the presence of evaluative language that expressed Appreciation 
of the time or the character in the Recount (i.e., Interpersonal metafunction).  
For the Sequence of Events stage, the genre-based assessment instrument measured (1) 
the presence and number of lexico-grammatical resources that represented the organization of the 
events in chronological order, and in linear thematic progression for other events within  the 
same time frame, with the main character foregrounded in the Theme (i.e., Textual 
metafunction); (2) the presence and number of clauses with the participant(s), process, and 
circumstance(s) to express the main events and details for the event of the Recount, as well as the 
number of clauses that realized an expansion (i.e., Ideational metafunction);  (3) the presence and 
number of declarative clauses expressed in the present tense, as well as the number of lexico-
grammatical resources that expressed evaluation of people and things, showed the author’s 
positive or negative feelings, expressed the author’s judgment of the character’s behavior; and 
(4) the presence and number of the language resources that raise or lower the degree of impact in 
the utterance (e.g., slightly dizzy, somewhat dizzy, and very dizzy), sharpen, or soften the degree 
of preciseness in the utterance (e.g., a true friend, effective work), a language function known as 
Graduation (i.e., Interpersonal metafucntion). 
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To score the pretest and posttest, both tests were coded for each metafunction then the 
codes were counted and scored according to the genre-based instrument. Using SPSS, the 
statistical analyses software, the scores were analyzed using descriptive and inferential statistics 
to determine trends in the data. More specifically, the total scores, the scores for each stage, and 
the scores for each metafunction as measured on the genre-based instrument were statistically 
analyzed as presented in the next few sections.  
4.2.2 Statistical analyses for pretest and posttest scores 
For the 15 student participants, Table 7 presents the pretest and posttest raw total scores and 
scores on each stage in the genre, (i.e., Title, Orientation, and Sequence of Events) as measured 
on the genre-based instrument (Appendix D). The total scores were obtained by adding all the 
scores of all the items on the genre-based assessment instrument. The scores for each stage were 
obtained by adding the items for each stage on the assessment instrument separately. The three 
focal students for which the pretest and posttest were qualitatively analyzed (in section 4.3) are 

























To investigate the change in students’ use of the linguistic resources typical to the genre, 
descriptive and inferential statistics were performed on the total raw scores of the pretest and 
posttest. Figure 7 shows the descriptive statistics for the pretest and posttest scores. The median 
for the pretest was 11 and the median for the posttest was 22, Also 50% of the students’ scores 
on the pretest ranged between 9 and 14, whereas 50% of the scores on the posttest ranged 
between 16 and 23. The minimum score on the pretest was 6, and the maximum was 19, whereas 



























-  tion 
T=7 
Sequence 
 of events 
     T=20 
Sally 0 1 18 19 24 1 6 17 
Nancy 1 0 12 13 20 1 5 14 
Nicole 0 0 10 10 21 1 6 14 
Emma 0 0 16 16 22 1 7 14 
Zack (L) 0 0 8 8 11 1 2 8 
Matt 0 0 7 7 10 0 0 10 
Thomas(H) 0 0 14 14 26 1 6 19 
Maria 0 1 13 14 26 1 5 20 
Henry (M) 0 0 11 11 22 1 5 16 
Iman 0 0 13 13 15 1 6 8 
Rob 0 0 11 11 14 1 4 9 
Dave 0 0 7 7 16 1 4 11 
Amina 0 0 15 15 23 1 5 17 
Majed 0 0 6 6 14 1 5 8 
Kyle 0 1 10 11 23 1 5 17 
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Figure 7. Boxplot for Pretest and Posttest Scores 
The mean, median, and standard deviation for the total scores on both the pretest and posttest are 
shown in Table 8. 
Table 8. Descriptive Statistics for Pretest and Posttest Measured on Genre-Based Assessment 


























To investigate whether the differences between the total posttest and pretest scores were 
significant, the Wilcoxon Signed-Rank Test, a nonparametric test, was performed. The 
Wilcoxcon Signed-Rank Test6 showed statistically significant higher scores on the posttest 
(mean rank = 8.00) compared to the pretest (mean rank = 0.00), Z = -3.413, p = .001. Those 
results suggest a significant improvement on students’ use of the language characteristics of the 
Recount genre on the posttest after the genre-based approach was implemented compared to the 
                                                 
6 Alpha level (p)  = .05 was used for all statistical tests 
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pretest. They also are an indication that the genre-based approach impacted students’ expansion 
of their language repertoire.  
4.2.3 Statistical analyses for pretest and posttest scores for each stage of the Recount 
To investigate the difference in students’ use of the language typical to each stage in the 
Recount, the raw scores (section 4.2.2) for each stage of the genre on the pretest and posttest as 
measured on the genre-based instrument were analyzed using descriptive and inferential 
statistics.  
Table 9 shows the descriptive statistics for the scores of each stage.   
Table 9. Descriptive Statistics for Scores for Each Stage of the Recount 
Stage 
N= 15 







Posttest Title  
   .13 
   .93 
  .352 







   .20 
 4.73 






Pretest Sequence of Events  










For the inferential statistics, the Wilcoxon Signed-Rank Test was performed. The 
Wilcoxon Signed-Rank Tests’ results for the differences between the posttest and pretest scores 
for each stage are shown in Table 10. The results indicate that the posttest scores for both the 
Title and Orientation stages were significantly higher than the scores on the pretest Z = -3.464 , p 
= .001 for Title stage; Z = -3.346 , p = .001 for the Orientation stage. However, the difference 
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between the pretest and posttest scores for the Sequence of Events stage Z = -2.054, p = .040 
were not significant (p is too close to .05 to support the evidence for a significant result).   
Table 10. Wilcoxon Signed-Rank Test Results for Difference between Pretest and Posttest Scores for 
Each Stage 
Posttest-Pretest  






   Z   P 
Title stage 6.50 (12 ranks) 0  (0 ranks) -3.464 .001 
Orientation stage 7.50  (14 ranks) 0 (0 ranks) -3.346 .001 
Sequence of Events 
stage 
8.65 (10 ranks) 4.63(4 ranks) -2.143 .040 
Note: p was set to equal .05 
 
In general, those results indicate an improvement on students’ genre writing on both the 
Title and Orientation stages and a non-significant improvement on the Sequence of Events stage 
because the p value is too close to .050. The lack of change in the Sequence of Events stage 
between the pretest and posttest could be attributed to the nature of the Sequence of Events stage 
which is in some way common across languages (i.e., events in chronological order in all 
languages). In any case, for a more delicate analysis, the next section will investigate statistically 
the difference between the pretest and posttest for the scores for each metafunction, and section 
4.3 will investigate qualitatively the linguistic resources students employed.  
4.2.4 Statistical analyses for scores of the three metafunctions on the pretest and posttest 
To investigate whether there was a change in students’ use of the lexico-grammar that 
expressed each metafunction (i.e., Textual, Ideational, and Interpersonal), the pretest and posttest 
scores, as measured on the genre-based instrument, for each metafunction were statistically 
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analyzed. These scores of the items on the genre-based assessment instrument related to each 
metafunction were added to give the total score for each metafunction (raw scores in Table 11). 
















Note. T= Total 
The descriptive statistics for those scores in Table 12 shows the mean, standard deviation, 
and minimum and maximum scores for each metafunction on the pretest and posttest.  The 
maximum score that could be attained was 12 for the Textual metafunction, 5 points for the 
Ideational metafunction, and 10 points for the Interpersonal metafunction. 
The Wilcoxon Signed-Rank Test was performed to compare the scores for the Textual, 
Ideational, and Interpersonal metafunctions expressed on the pretest and posttest. The results 






















      T=5 
Interpersonal 
 
     T=10 
Sally 7 4 8 11 5 6 
Nancy 4 3 5 8 4 5 
Nicole 5 4 2 10 5 6 
Emma 7 3 5 12 4 5 
Zack (L) 5 1 2 6 2 3 
Matt 4 1 2 5 3 3 
Thomas(H) 5 4 5 11 5 6 
Maria 4 4 5 10 5 6 
Henry (M) 5 2 4 10 5 6 
Iman 4 3 6 8 2 3 
Rob 5 2 4 6 2 3 
Dave 4 1 2 9 3 4 
Amina 5 4 6 10 4 4 
Majed 3 1 2 7 2 3 
Kyle 3 3 15 9 5 6 
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posttest than on the pretest: Z = - 3.434, p = .001 for Textual and Z = -2.951, p = .003 for 
Ideational. However, there was no statistically significant difference for the Interpersonal 
metafunction between the pretest and posttest (Z = -1.141, p =.254). 
Table 12. Descriptive Statistics for Pretest and Posttest Scores for Each Metafunction 
Metafunction 
N= 15 



































 These results indicate an improvement in students’ use of the language resources that 
construed the Textual and Ideational metafunctions in the Recount genre but do not show enough 
evidence of change in students’ use of the language resources that construed the Interpersonal 
metafunction in the genre.  The lack of improvement in students’ use of the language resources 
that represented the Interpersonal metafunction indicates students’ lack of attention to include 
their own evaluations, expressing feelings, and judgments related to the character and events of 
the Recount. To confirm this finding, in section 4.3, students’ texts will be qualitatively analyzed 
to reveal the language resources students used to express the Interpersonal metafuntion.  
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4.2.5 Paired Sample t-Tests 
In addition to the use of SPSS to perform Wilcoxcon-Signed Rank test on the pretest and 
posttest scores (in sections above), SPSS was also used to conduct paired sample t-Tests on the 
difference between pretest and posttest’s 1) total scores, 2) scores for each of the three stages of 
the genre, and 3) scores of each of the three metafunction.  These results corroborated the 
statistically significant results of the Wilcoxon Signed-Rank Test.  As Table 13 shows, the 
paired-sample t-Test results indicate that the higher posttest total scores were statistically 
significant compared to the pretest total scores. It also shows a statistically significant 
improvement on the posttest scores for the Title and Orientation stages, as well as for the scores 
on Textual and Ideational metafunctions in comparison to the pretest scores (p < .05).   
Table 13. Paired Sample t-Test Results 
Test for mean difference 
df = 14 
M 
difference 
t    p 
Total pretest – Total posttest -8.267 -7.750 <.05 
Pretest Title stage- Posttest Title stage -8.000 -7.483 <0.5 
Pretest Orientation stage– Posttest Orientation stage -4.467 -10.020 <.05 
Pretest SE stage- Posttest SE stage -2.067 -2.239 = .042 
Pretest Textual metafunction –  Posttest Textual 
metafunction 
-4.133 -9.057 <.05 
Pretest Ideational metafunction – Posttest Ideational 
metafunction 
-1.133 -4.432 <.05 
Pretest Interpersonal metafunction – Posttest 
Interpersonal metafunction 
-.533 -1.164 =.262 
Note. SE = Sequence of Events 
Results from the t-test also corroborated the statistically non-significant results of the 
Wilcoxon Signed-Rank Test. As shown in Table 13, there was no significant difference (p = 
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.042) between the mean scores of the Sequence of Events on the posttest compared to the pretest. 
Moreover, there was no significant statistical difference between the Interpersonal metafunction 
on the posttest compared to the pretest (p = .262). 
4.2.6 Summary of findings for the quantitative analyses  
The quantitative analyses showed significant changes in students’ writing on the posttest 
compared to the pretest. The statistical analysis for the total score of the posttest compared to the 
pretest showed a significant difference.  It also revealed a significant difference on the posttest 
compared to the pretest for the Title and Orientation stages, and for the Textual and Ideational 
metafunctions. However, no significant difference was shown for the Sequence of Events stage 
and for the Interpersonal metafunction between the posttest and pretest.  
These findings indicate that students expanded their language repertoire on several 
aspects of the Recount genre, suggesting that the genre-based approach supported students’ 
expansion to mean.  To illustrate the specific changes in students’ use of the language resources 
characteristic of the Recount, in the next section, I present the findings for Research Question 3 
based on both the genre (Martin & Rose, 2008; Rose & Martin, 2012) and the SFL qualitative 




4.3 RESEARCH QUESTION 3: THE FEATURES OF THE RECOUNT IN THE 
FOCAL GROUP OF STUDENTS WRITINGS  
This section presents the data collection methods and findings for Research Question 3:  
What are the stages and the lexico-grammatical characteristics of the Recount genre that a focal 
group of students are able to use after instruction in the genre-based approach as compared to 
the lexico-grammatical characteristics they used before the genre-based instruction? 
4.3.1 The focal group of students  
To have a complete and detailed picture of the differences in the language resources that 
students were able to use after the genre-based approach as compared to before the approach was 
implemented, a genre and a systemic functional linguistics analyses on the pretests and posttests 
of a focal group of students were performed. The focal group of students represented three 
different achievement levels (i.e., high, mid, and low). The achievement levels were obtained 
from the evaluations of the students’ former instructor, which were based on students’ scores and 
level of performance in the classroom during a whole semester, which corroborated students’ 
scores on the pretest. 
For the focal group, Table 14 shows each student’s achievement level, first language, and 
language(s) spoken other than English. For Zach, the low-achieving student, English is his first 
and only language. For Henry, the mid-achieving student, English is his first language and he 
also speaks Urdu. As for Thomas, the high achieving student, Czech is his first language and he 
also speaks German.  
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First language  Language(s) spoken   
other than English  
Zach Low 8 English No other language 
Henry Mid 11 English Urdu 
Thomas High 14 Czech German 
 
4.3.2 Data collection and analyses for Research Question 3  
The data used to answer Research Question 3 came from the three focal students’ written 
responses in the pretest at the beginning of the three-week study and in the posttest at the end of 
the study.  The pretest and posttest were in response to the same prompt (described in section 
3.4.1.1), which asked students to watch a silent video about Professor Kristen and write a story 
(i.e., a Recount) about her daily routine to be published in the university newspaper. The tests 
were analyzed using genre and SFL as analytical framework. 
The genre analysis of the pretest and posttest investigated the stages of the genre (i.e., 
Title, Orientation, and Sequence of Events) and their purposes. The pretest and posttest for each 
of the three students were coded according to the information the author conveyed. This 
information revealed the purpose of each part, which was then compared to the typical stages of 
the Recount (section 4.1) to reveal the presence/absence of each of the stages in the pretest and 
posttest.  
The SFL analysis depicted the lexico-grammar that students employed to write their 
Recounts in Arabic to express: 1) the organization of their texts (i.e., Textual metafunction); 2) 
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the presentation of content, and the logical and functional-semantic relations between clauses 
(i.e., Ideational metafunction); and 3) the language of evaluation, attitude, and emotion (i.e., 
Interpersonal metafunction). As described in Chapter 3, the SFL analyses of the pretests and 
posttests for each of the metafunctions were performed by coding the text three times, one for 
each of the lexico-grammar related to each of the three metafunctions. The codes for each 
metafunction were then traced to reveal the patterns in each stage of the Recount.  Later, the 
lexico-grammatical patterns were compared to the characteristic features of the Recount (section 
4.1 above) to reveal their presence or absence in students’ texts. 
4.3.3 Findings from pretests and posttests’ analyses for the focal group of students 
The findings from the analysis of the pretest and posttest of the focal group of students 
(high, mid, and low achievement levels) showed qualitative and quantitative improvement for all 
three students. In other words, the findings showed an expansion in students’ meaning-making 
potential.  Those changes were similar in the Title stage across the three students; however, 
students did not show uniform improvement in the Orientation and Sequence of Events stages.   
Table 15 depicts the differences between the pretest and posttest for all three students: 
Thomas, the high-achieving student; Henry, the mid-achieving student; and Zach, the low 
achieving student.  The (+) sign indicates the presence of the stage or of the lexico-grammar 






Table 15. Summary of the Differences between Pretest and Posttest for Focal Group  
 
Genre stage and lexico-grammar realizing the metafunction 
Zach’s 
Tests 
Pre   Post  
Henry’s 
Tests 
Pre   Post  
Thomas 
Tests 
Pre   Post 
Title Stage 
















a) linear thematic progression 
b)Other than in the first clause, the character is referenced by 




Experiential meaning: circumstance of time to set time frame 
 
Interpersonal metafunciton         












































































Sequence of Events stage 
Textual metafunction 
 
a)Events in chronological order set through either time (as 
Theme/Rheme) or temporal adjuncts in (as textual Theme) 
 
a) for other events in same time frame- Linear Thematic 
progression foregrounding the character  
 
c) for clauses other than the first clause, character is referenced 






1. Experiential meaning  
Verbal clauses (participant(s), process, circumstance(s)) 





2. logico-semantic relations  
Language resources to extend on the clause (adding) 
language resources to extend the clause  (exception/alternative) 
language resources to enhance the clause (cause) 
 
Interpersonal metafunction 
Evaluative language that portrayed a positive tone  

































































































































































































Note. (+) indicate the presence of the stage or lexico-grammar. (— ) indicate the absence  
of the stage or the lexico-grammar.* the number shows the number of clauses. 
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To illustrate the changes in the students’ writing of the Arabic Recount, in the next two 
sections, I present the differences in the three students’ Recounts7 (full Recounts in Appendix Q) 
for both the Orientation and Sequence of Events stages. 
4.3.4 Orientation stage  
The Orientation stage is where the author introduces the character(s) of the Recount with 
biographical information organized in linear thematic progression, sets the time of the Recount 
using a circumstance of time, and attracts the reader to read the Recount using evaluative 
language. This stage is important to Recounts because it contributes to the overall social purpose 
of the Recount (i.e., informing the university newspaper’s readers about Professor Kristen’s daily 
routine).  
On the posttest, all three students included the Orientation stage compared to its absence 
on the pretest with varying levels of improvement. Both Thomas (high-achieving student) and 
Henry (mid-achieving student) showed a developed Orientation stage with all the characteristics 
typical to this stage in the Arabic Recount. Thomas, for example, included the biographical 
information about Kristen organized in linear thematic progression (i.e., Textual metafunction), 
foregrounding Kristen in the Theme (Theme is underlined in lines 3-5 below). The numbering 
for the excerpts from students’ texts will be on the right side of the page to respect the Arabic 
right to left reading. 
                                                 
7 All the texts are the student’s original writing. Spelling, grammar, or punctuation errors were not corrected.  The mistakes in words 
that might affect the comprehension of the reader are corrected in < >. 
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"س" ﺔﻌﻣﺎﺠﻟا ﻲﻓ ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا ةذﺎﺘﺳﻻا ﻦﺘﺴﯾﺮﻛ (2 
[Kristen is a professor of Arabic language at the university “X”] 
دﻮﻤﺤﻣ ﮫﻤﺳا <ﺎﮭﺟوز> ﺎﮭﺘﺟوز ﺎھﺪﻨﻋ ﻲھو ﺔﻨﯾﺪﻤﻟا ﻲﻓ ﻦﻜﺴﺗ (3 
[{She8} lives in the city and she has a husband named Mahmood] 
ﺖﺒﺴﻟا مﻮﯿﻟا ﻲﻓ ﻞﻤﻌﺗ ﺲﯿﻟ ﻦﻜﻟو مﻮﯾ ﻞﻛ ﺔﻌﻣﺎﺠﻟا ﻲﻓ ﻞﻤﻌﺗ ﻲھ (4 
[She works at the university everyday but {she}does not work on Saturday] 
5( ﺮﮭﻈﻟا ﺪﻌﺑ عﻮﺒﺳﻻا ﻲﻓ لوﻻا مﻮﯿﻟاو ﺎﮭﻠﻀﻔﻣ  
[The first day of the week  afternoon is her favorite] 
 
Thomas also included the time of the Recount expressed in the circumstance of time  مﻮﯿﻟاو
 عﻮﺒﺳﻻا ﻲﻓ لوﻻا [first day of the week] (i.e., Experiential meaning in the Ideational metafunction), 
marked with a dashed line in line 5, and an evaluation of Kristen’s time expressed through 
Appreciation of time ﺎﮭﻠﻀﻔﻣ ﺮﮭﻈﻟا ﺪﻌﺑ [afternoon her favorite] (i.e., Interpersonal metafunction), 
bolded in line 5. 
Similar to Thomas, Henry, in the Orientation stage of his posttest, included the 
biographical information about Kristen organized in a linear thematic progression (i.e., Textual 
metafunction), foregrounding Kristen in the Theme (Theme is underlined in lines 1-3): 
.ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا سّرﺪﺗ ."س" ﺔﻌﻣﺎﺟ ﻲﻓ ةذﺎﺘﺳأ ﻦﺘﺴﯾﺮﻛ  (1  
[Kristen is a professor in university "X". [{She} teaches the Arabic language] 
.ﺎﮭﺟوز ﻊﻣ غﺮﺒﺴﺘﯿﺑ ﺔﻨﯾﺪﻣ ﻲﻓ ﻦﻜﺴﺗ ﻦﺘﺴﯾﺮﻛ  (2 
[Kristen lives in the city of Pittsburgh with her husband.] 
.<عﻮﺒﺳﻻا> عﻮﺒﺴﻟا مﻮﯾ ﻞﻛ ﺔﻨﺑﺪﻤﻟا ﻰﻟا <ﺐھﺬﺗ> ﺐﺣﺬﺗ ﺐﺤﺗ  (3 
[{She} likes to go to the city every day of the week.] 
 
                                                 
8 The { } corresponds to the morphological marking on the verb in Arabic. 
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Henry also included the time of the Recount expressed by the circumstance of time  مﻮﯾ ﻞﻛ
عﻮﺒﺳﻻا> عﻮﺒﺴﻟا<  [every day of the week] (i.e., Experiential meaning in the Ideational 
metafunction), which is marked with a dashed line in line 3, and an expression of Kristen’s 
positive feelings on what she does ﺐﺤﺗ ﺪﻤﻟا ﻰﻟا <ﺐھﺬﺗ> ﺐﺣﺬﺗﯾﺔﻨ  [She likes to go to the city] (i.e., 
Interpersonal metafunction), bolded in line 3. 
Zach, on the other hand, did not develop his Orientation fully. It only consisted of two 
lines: 
2 (."س" ﺔﻌﻣﺎﺟ ﻲﻓ ﻞﻤﻌﺗ ﻦﺘﺴﯾﺮﻛ  
[Kristen works in university “X” 
:هﺬھ مﻮﯾ ﻲھ (3 
[she day this] to mean <this is her day> 
 
In the first (line 2) ﺔﻌﻣﺎﺟ ﻲﻓ ﻞﻤﻌﺗ ﻦﺘﺴﯾﺮﻛ  "س"  [Kristen works in university  “X”], he gave one 
biographical information about Kristen and, in the second (line 3), he indicated the time of the 
Recount using the circumstance of time مﻮﯾ [day]. Thus, Zach’s Orientation was missing both 
additional biographical information that would give a complete picture of Kristen and the 
evaluative language to attract the reader.   
4.3.5 Sequence of Events stage 
The Sequence of Events stage in the Recount is where the author gives information about 
events chronologically. It is important to the Recount because it contributes to the overall social 
purpose of the Recount (i.e., informing the university newspaper’s readers about Professor’s 
Kristen’ daily routine). This stage is organized chronologically (i.e., Textual metafunction). The 
new time for an event or events is signaled by a circumstance of time placed in the 
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Theme/Rheme. The other events in the same time frame are organized in linear thematic 
progression foregrounding the character by the morphological marking on the verb in the Theme. 
Sometimes, a temporal conjunction is included in the Theme to keep the temporal sequence of 
events. The content (i.e., Experiential meaning in the Ideational metafunction) of this stage is 
expressed by (1) the participants who contribute to the event, (2) doing, saying, and sensing 
processes, and (3) circumstances of time, place, and accompaniment.  The content is sometimes 
expressed through expansion in the clause (i.e., Logico-semantic relations in the Ideational 
metafunction). The expansion can be when one clause add a new element to the other or give an 
exception to it (i.e., extension), or by giving it a cause (i.e., enhancing). Additionally, the tone of 
the Recount is established through evaluation of the participant and the objects they use, 
judgment of the participant’s behavior, or expressing the participant’s positive or negative 
feelings (i.e., Interpersonal metafunction) 
The Sequence of Events stage was present on both the pretest and posttest for all three 
students, which explains the insignificant difference in the quantitative findings (section 4.2.3). 
In the next sub -sections, I detail the differences in this stage for each metafunction in students’ 
pretest and posttest and the differences among the three students.  
4.3.5.1 Textual Metafunction 
Zach, Henry, and Thomas organized the Sequence of Events stage on both the pretest and 
posttest in chronological order (as typical to the Recount). They signaled the new time of the 
main events by a circumstance of time as ﻊﺑرو ﺔﺴﻤﺨﻟا ﻲﻟاﻮﺣ [around quarter after five], marked by 
the dotted line in line 9 in this excerpt from Zach’s posttest: 
 
9 ( ﺔﺴﻤﺨﻟا <ﻲﻟاﻮﺣ> ةﺎﯾﻮھ.ﻢﯿﺠﻟا ﻰﻟا ﺐھﺬﺗ ﻊﺑرو  
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[Around quarter after five she goes to the gym] 
 
For all the other events during the same time frame, all three students organized these 
events in a linear thematic progression (as typical of the Arabic Recount), foregrounding Kristen 
in the Theme, such as these excerpts from Henry’s pretest (Theme underlined in line 6) and his 
posttest (Theme underlined in line 9). Sometimes, a temporal conjunction was included in the 
Theme to keep the temporal succession of events, such as ﻢﺛ [then] circled in line 6 (form 
Henry’s pretest) and line 9 (form Henry’s posttest).  
ﺖﯿﺒﻟا دﻮﻌﺗ ﻢﺛو ﻊﺑرﻻا ﺔﺴﻣﺎﺨﻟا ﺔﻋﺎﺴﻟا ﻰﺘﺣ ﻞﻤﻌﺗ ﻦﺘﺴﯾﺮﻛ (6       
      [Kristen works till quarter to five then {she}returns home] 
 
While the organization of the text was the same for all students on the pretest and 
posttest, they all improved in referring to Kristen through the morphological marking on the verb 
in the posttest, such as  ﺐﺤﺗ [{she} likes]  and ﻞﻛﺄﺗ[{she} eats] ﻞﻤﻌﺗ [{she} works] in line 9 in 
Henry’s posttest. In this way, all students avoided the unnecessary redundancy of explicitly 
referring to Kristen, such as ﻞﻤﻌﺗ ﻦﺘﺴﯾﺮﻛ  [Kristen works] bolded in line 6, as an example from 
Henry’s pretest. 
This change suggests that with the genre-based approach students at all achievement 
levels can appropriate even nuanced lexico-grammatical details, because the genre-based 
approach makes visible the language resources that support the organization of the genre in a 
culturally appropriate way, as discussed in Chapter 5. 
.ﻒﺼﻧو ﺮﺸﻋ ﺔﯿﻧﺎﺜﻟا ﺔﻋﺎﺴﻟا ﻲﻓﺮﺗﻮﯿﺒﻤﻛ ﻦﻣ ﻞﻤﻌﺗو ءاﺬﻐﻟا ﻞﻛﺄﺗ ﻢﺛ ﻦﻣ .ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا سّرﺪﺗ ﺐﺤﺗ (9 
      [{She} likes teaching the Arabic language. Then {She}eats lunch and {she}works from   
        the computer half past twelve] 
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4.3.5.2 Ideational metafunction 
There was a difference in quality and quantity in the language resources the students used 
in their texts to realize Experiential meaning as well as logico-semantic relations in the Ideational 
metafunction. In the next two sections, I present those differences. 
Experiential meaning 
In expressing Experiential meaning in the Sequence of Event stage, for Zach, the low-
achieving student, the change between the pretest and posttest was mostly quantitative.  There 
was an increase in the number of processes Zach used from 9 on the pretest to 15 on the posttest, 
which contributed to an increase in the number of clauses and thus contributed to a longer text. 
However, the type of processes did not change; they remained only doing processes (e.g.,ﺐھﺬﺗ 
[goes], ﻞﻤﻌﺗ [works]). He also included more participants (e.g.,  ﻦﺘﺴﯾﺮﻛ [Kristen], ﺎﮭﺟوز [her 
husband] نﻮﯾﺰﻔﻠﺘﻟا [television], and ﻢھ [They]) on his posttest than on his pretest. The only 
qualitative improvement on his posttest was in his use of circumstances of accompaniment  ﻊﻣ
<جوز>زوز [with husband] (underlined in line 10), in addition to the circumstance of time  ﺔﻌﺴﻟا
<ﺔﻌﺑﺎﺴﻟا ﺔﻋﺎﺴﻟا> ﺔﻌﺒﺴﻟا [seven o’clock] and place ﻢﯿﺠﻟا [gym] (bolded in line 10) that he already 
included on his pretest. 
<جوز>زوز ﻊﻣ ﺲﻠﺠﺗو لﺰﻨﻣ ﺐھﺬﺗو ﻢﯿﺠﻟا لﺰﻨﺗ <ﺔﻌﺑﺎﺴﻟا ﺔﻋﺎﺴﻟا>ﺔﻌﺒﺴﻟا ﺔﻌﺴﻟا (10 
[at seven o’clock {she} leaves the gym and goes home and sits with husband] 
 
As for Henry, the mid-achieving student, and Thomas, the high-achieving student, the 
change between the expression of Experiential meaning in the Sequence of Events stage in the 
pretest and posttest was quantitatively and qualitatively different. For Henry, in addition to the 
increase in the number of verbal clauses containing processes of doing from 15 on the pretest to 
107 
17 on the posttest, he included other verbal clauses containing the sensing process  ﺐﺤﺗ [likes, 
love8F9] underlined in line 13.  
.ﺎﮭﺟوز ﺐﺤﺗ ﻦﻜﻟو ﻦﺧد ﺐﺤﺗ ﻻ (13 
[{She} does not like smoking but {she} loves her husband.] 
 
This slight variation in the types of processes Henry used contributed to Experiential 
meaning as well as Interpersonal metafunction (discussed in findings for the Interpersonal 
metafunction section below).  As on his pretest, Henry maintained the use of circumstances of 
time,  (e.g., <عﻮﺒﺳﻻا> عﻮﺒﺴﻟا مﻮﯾ ﻞﻛ [everyday of the week] and ﻒﺼﻧو ﺮﺸﻋ ﺔﯿﻧﺎﺜﻟا ﺔﻋﺎﺴﻟا ﻲﻓ [at half 
past twelve o’clock] ), place (e.g., ﺖﯿﺒﻟا [home] and <ﻲﺿﺎﯾﺮﻟا>ﺔﺿاﺮﻟا يدﺎﻨﻟا [gym]), and 
accompaniment (e.g., ﺎﮭﺟوز ﻊﻣ  [with her husband]) and expanded on the participants to include 
 ﻦﺘﺴﯾﺮﻛ [Kristen], ﺎﮭﺟوز [her husband],  ةﻮﮭﻗ [coffee],  رﺎﺒﺧا[news], رﻮﻄﻔﻟا [breakfast], ءاﺬﻐﻟا [lunch], 
and <ﻦﯿﺧﺪﻨﻟا> ﻦﺧد [smoking].   
As for Thomas, the high-achieving student, the improvement was not only in the number 
of verbal clauses (from 17 clauses on the pretest to 21 on the posttest) that included doing (e.g., 
بﺮﺸﺗ [drinks], sensing (e.g.,  ﺐﺤﺗ [likes], and verbal processes (e.g., نﻮﻤﻠﻜﺘﺗ  [talk]), but also in the 
number of relational nominal clauses (e.g., اﺮﯿﺜﻛ ﺔﻟﻮﻐﺸﻣ ﻲھ [she is very busy]) from two on the 
pretest to seven on the posttest, such as the ones underlined in lines 8, 11, and 13: 
ﺲﻤﺸﻣ ﺲﻘﻄﻟا ﺎﮭﺘﻨﯾﺪﻣ ﻲﻓ (8  
[In her city the weather is sunny] 
ةﺪﯾﺮﺟ ﺎھﺪﻨﻋو (11 
[And she has a newspaper]  
-اﺮﯿﺜﻛ ﺔﻟﻮﻐﺸﻣ ﻲھ -ﺔﻋﺎﺴﻟا ﺲﻔﻧ ﻲﻓ ءاﺬﻐﻟا ﺎھﺪﻨﻋو ﻞﻤﻌﺗ ﻚﻟذ ﺪﻌﺑ (13 
                                                 
9 The verb  ﺐﺤﺗ in Arabic translate to like or love in English depending on the context.  
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[After that she works and she has lunch at the same time- she is very busy-] 
 
The above findings suggest that all students improved quantitatively in expressing 
Experiential meaning in the Sequence of Events stage that contributed to longer texts on their 
posttests. However, qualitatively, each student’s choices to express the Experiential meaning 
varied and seem to be related to his achievement level. The higher the achievement, the more 
varied the language resources are that the student chose to express the Experiential meaning. 
This finding could inform the American Council on the Teaching of Foreign Languages 
(ACTFL) proficiency guidelines as to how to describe students’ proficiency in functional terms. 
Such implication is discussed in chapter 5.  
Logico-semantic relations 
The logico-semantic relations are the relations between the clauses in the clause complex and can 
be of different categories (e.g., expansion and projection). Each category includes different types 
of relations. In this study, the language resources that realized expansion were examined and 
specifically the type that expresses, (1) extension, when one clause adds a new element to the 
other clause using و [and], for example, as a connector, or when one clause gives an exception to 
the other clause using   ﻦﻜﻟ  [but], for example, as a connector ; and (2) enhancement, when one 
clause gives a cause to the other clause using نﻻ [because], for example, as a connector.  
There was variability in students’ expression of expansion. Zach, the low-achieving 
student, on both his pretest and posttest, expressed extension by solely using the additive 
conjunctive adjunct و [and] (underlined in line 8). 
<ﺎﮭﺟوز>ﻲﺟوز ﻊﻣ ﺲﻠﺠﺗو ﺖﯿﺒﻟا دﻮﻌﺗ ﺮﮭﻈﻟا ﺪﻌﺑ ﺚﻠﺛ ﻻأ ﺔﻌﺑﺎﺴﻟا ﺔﻋﺎﺴﻟا ﻲﻓ ﻚﻟذ ﺪﻌﺑ (8 
[Then at twenty minutes to seven in the afternoon she returns home and sits with 
her husband]  
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Similar to Zach, Henry, the mid-achieving student, expressed extension using additive 
conjunctive adjunct و [and] (underlined in line 12), on his pretest and posttest. Unlike Zach, he 
also expressed extension in the clause using the adversative adjunct conjunctive adjunct  ﻦﻜﻟ 
[but] on the posttest  (underlined in line 13). 
. ﺎﮭﺟوز ﻊﻣ ﺲﻠﺠﺗو ﺖﯿﺒﻟا دﻮﻌﺗ ﻚﻟذ ﺪﻌﺑ (12 
[After that she returns to the house and sits with her husband.]  
.ﺎﮭﺟوز ﺐﺤﺗ ﻦﻜﻟو ﻦﺧد ﺐﺤﺗ ﻻ (13 
[She does not like smoking but she likes her husband.] 
 
As for Thomas, the high-achieving student, on his posttest, he not only expressed 
extension in the clause (similar to Zach and Henry) using و [and]  (underlined in line 18), and 
extension (similar to Henry) using  ﻦﻜﻟ [but] (marked with dotted lines, line 18), but he also used 
the adversative conjunctive adjunct نﻻ [because] (in bold) to express an enhancement  in the 
clause 
 ﻦﺧﺪﯾ <ّنﻻا>نأ ﻊﯿﻄﺘﺴﯾ ﺲﯿﻟو ﻦﺧﺪﯾ ﻮھ ﻦﻜﻟو <ﺎﮭﺟوز> ﺎﮭﺘﺟوز <ﻊﻣ> ﺎﻣ ﺎﮭﻧﻷ ةﺪﯿﻌﺳ ﻲھو (18  
[And she is happy because she is with her husband but he smokes and he cannot 
smoke now] 
 
The use of the conjunctive adjunct نﻻ [because] allowed Thomas to give reasons in 
support of the independent clause ةﺪﯿﻌﺳ ﻲھو [and she is happy] (circled in line 18 above). This 
finding suggests that expressing enhancement may be a characteristic of the high-achieving 
students. The above findings, like the previous findings related to Experiential meaning indicate 
that changes in students’ linguistic repertoire is related to their achievement levels. This finding 
could inform the American Council on the Teaching of Foreign Languages (ACTFL) proficiency 
guidelines as to how to describe students’ proficiency in functional terms.  
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4.3.5.3 Interpersonal metafunction 
To examine the Interpersonal metafunction, for each of the three students in the focal 
group (Thomas, Henry, and Zach), one from each achievement level (i.e., high, mid, and low), I 
analyzed the evaluative language in their pretests and posttests. More specifically, I analyzed the 
language that evaluated the character(s) or the object(s) used by the character(s) in the Recount 
(i.e., Appreciation), judged the character’s behavior (i.e., Judgment), and expressed the 
character’s feelings (i.e., Affect).  The evaluative language resources conveyed the student’s 
voice and impacted the tone of the Recount and the way the writer portrayed the character (i.e., 
Kristen). In this analysis, I identified the tone by the positive feelings expressed about Kristen 
(e.g., Affect as in she is happy) and the positive evaluation (i.e., Appreciation) of the objects she 
uses (e.g., the favorite gym she goes to) or her time (e.g., her favorite day). I also identified the 
evaluative language resources that portrayed Kristen as a hard working professor (e.g., evaluated 
the character (i.e., Appreciation as in she is busy) and judgment of what she does during her 
daily routine (e.g., she works a lot). On their pretests and posttests, a positive tone in the text and 
a portrait of Kristen as a hard-working professor were expected. 
The evaluative language reflecting the Interpersonal metafunction was different 
qualitatively and quantitatively among the three students in the focal group. For Thomas, the 
high-achieving student, on his posttest compared to his pretest, he used a wide variety of 
evaluative language that contributed to setting the positive tone in his Recount and to painting a 
portrait of Kristen as the hard working professor.  On the posttest, the positive tone in the 
Recount was initially signaled in the Orientation stage through the positive feelings and positive 
evaluation (i.e., Affect and Appreciation) of Kristen’s time expressed by ﺎﮭﻠﻀﻔﻣ <ﺎﮭﯾﺪﻟ ﻞﻀﻔﻣ>  [her 
favorite] in  مﻮﯿﻟاو <ﺎﮭﯾﺪﻟ ﻞﻀﻔﻣ> ﺎﮭﻠﻀﻔﻣ ﺮﮭﻈﻟا ﺪﻌﺑ عﻮﺒﺳﻻا ﻲﻓ لوﻻا  [The afternoon of the first day of the 
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week is her favorite]. Thomas also represented Kristen as the hard working professor by 
evaluating the amount of time she works by using Graduation   ﻞﻛ مﻮﯾ  [everyday] in   ﻲﻓ ﻞﻤﻌﺗ ﻲھ
مﻮﯾ ﻞﻛ ﺔﻌﻣﺎﺠﻟا [she works in the university everyday]. 
In the Sequence of Events stage, the positive tone was voiced through the evaluative 
language that expressed Appreciation with Graduation of the weather (e.g., ﺲﻤﺸﻣ ﺲﻘﻄﻟا [the 
weather is sunny] bolded in line 8 below) and Appreciation and Affect of where Kristen goes 
(e.g., <ﺎﮭﯾﺪﻟ ﻞﻀﻔﻣ > ﺎﮭﻠﻀﻔﻣ يدﺎﻨﻟا [her favorite club] bolded in line 15 below and what she drinks   
ةﻮﮭﻗ ﺐﺤﺗ [she loves coffee] bolded in line 9 below).  
8 ﺎﮭﺘﻨﯾﺪﻣ ﻲﻓ (ﺲﻤﺸﻣ ﺲﻘﻄﻟا  
[In her city the weather is sunny] 
 ﺔﻋﺎﺴﻟا ﻲﻓ ﻢﺛ۷٬۰  ةﺮﯿﺜﻛ ةﻮﮭﻗ بﺮﺸﺗ– ةﻮﮭﻗ ﺐﺤﺗ-  (9  
[Then at seven o’clock she drink a lot of coffee- she likes coffee-] 
 
15 ﺔﻋﺎﺴﻟا ﻲﻓو (٥٬۱۰ ﻰﻟا ﺐھﺬﺗ ﺎﮭﻠﻀﻔﻣ يدﺎﻨﻟا  
[And at 5:10 she goes to her favorite club] 
 
Thomas also projected a positive tone by using Affect and Graduation to show Kristen’s feelings 
as happy because she is with her husband in ﺎﮭﺘﺟوز <ﻊﻣ> ﺎﻣ ﺎﮭﻧﻷ ةﺪﯿﻌﺳ ﻲھو [she is happy because 
she is with her husband]), bolded in line 18, and as happy and loves her husband  
 ﻲھ<ﺎﮭﺟوز> ﮫﺘﺟوز ﺐﺤﺗو ةﺪﯿﻌﺳ  [she is happy and love him] bolded in line 19. 
18 (<ﺎﮭﺟوز> ﺎﮭﺘﺟوز <ﻊﻣ> ﺎﻣ ﺎﮭﻧﻷ ةﺪﯿﻌﺳ ﻲھو ﻦﺧﺪﯾ نأ ﻊﯿﻄﺘﺴﯾ ﺲﯿﻟو ﻦﺧﺪﯾ ﻮھ ﻦﻜﻟو  
[And she is happy because she is with her husband but he smokes and he cannot smoke now] 
19 ( ﻦﺧﺪﯾ ﻻ <ﺎﮭﺟوز> ﺎﮭﺘﺟوز ﻚﻟذ ﺪﻌﺑ<ﺎﮭﺟوز> ﮫﺘﺟوز ﺐﺤﺗو ةﺪﯿﻌﺳ ﻲھو  
[After that her husband does not smoke and she is happy and she loves her husband] 
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To paint a portrait of Kristen as a hard working professor, in addition to including all the 
activities Kristen perform at different times of the day, Thomas used Graduation to show that 
Kristen eats and works at the same time ﺔﻋﺎﺴﻟا ﺲﻔﻧ ﻲﻓ ءاﺬﻐﻟا ﺎھﺪﻨﻋو ﻞﻤﻌﺗ [she works and she has 
lunch at the same time], bolded in line 13 below, as well as using Appreciation with Graduation 
to show how busy she is  اﺮﯿﺜﻛ ﺔﻟﻮﻐﺸﻣ ﻲھ [she is busy a lot], underlined in line 13. 
-اﺮﯿﺜﻛ ﺔﻟﻮﻐﺸﻣ ﻲھ -ﺔﻋﺎﺴﻟا ﺲﻔﻧ ﻲﻓ ءاﺬﻐﻟا ﺎھﺪﻨﻋو ﻞﻤﻌﺗ ﻚﻟذ ﺪﻌﺑ (13 
[After that she works and she has lunch at the same time- she is very busy-] 
The language choices Thomas’ made to express evaluation made the positive tone and 
the portrait of Kristen as the hard-working professor salient in his posttest in comparison to the 
intermittent use of those resources in his pretest as the excerpt from Thomas’ pretest shows (the 
evaluative language expressing Appreciation with Graduation is underlined in lines 5, 6, and 13). 
ﺔﻋﺎﺴﻟا <ﻒﺼﻧ> ﻒﺴﻧ ﻲﻓ ءاﺬﻐﺗ و ﻞﻤﻌﺗ ﻦﺘﺴﯾﺮﻛ ۱۲٬30  ﺔﻋﺎﺴﻟا ﻲﻓ (5 
[at 12:30 Kristen works eats lunch in half an hour]  
ﺮﯿﺜﻛ ﻞﻤﻌﺗ ﻲھ ﻢﺛ ةﻮﮭﻗ بﺮﺸﺗو (6 
[and drinks coffee then works a lot] 
هﺎﻣ ﻢﻠﻜﺘﺗو ةﺪﯿﻌﺳ ﻦﺘﺴﯾﺮﻛ ﻢﺛ (13 
[Then Kristen is happy and talks to him] 
 
Similar to Thomas, Henry, the mid-achieving student, used more variety of language 
resources to express the Interpersonal metafunction on his posttest than on his pretest. He, like 
Thomas, signaled the positive tone in the Orientation stage through positive feelings (i.e., 
Affect). Henry expressed those feelings in the sensing process  ﺐﺤﺗ [love] (bolded in line 4 
below) compared to its absence in the pretest. 
 4 (ﺐﺤﺗ .<عﻮﺒﺳﻻا> عﻮﺒﺴﻟا مﻮﯾ ﻞﻛ ﺔﻨﺑﺪﻤﻟا ﻰﻟا <ﺐھﺬﺗ> ﺐﺣﺬﺗ  
[{She} loves to go to the city every day of the week.] 
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In the Sequence of Events stage of his posttest, Henry, compared to Thomas, chose a 
limited variety of language resources to express the positive tone. Henry projected the positive 
feelings only in the sensing verb ﺐﺤﺗ [loves] bolded in line 14 below: 
14ﺐﺤﺗ ﻻ (  ﻦﻜﻟو ﻦﺧدﺐﺤﺗ .ﺎﮭﺟوز  
[{She} does not like smoking but she loves her husband.] 
 
Even though Henry’s evaluative language choices were limited in type to the sensing verb  ﺐﺤﺗ 
[she likes] and did not create a fully developed tone in the Recount nor gave a full picture of 
Kristen as the hard-working professor, nonetheless, he attempted to include his voice in his 
Recount. 
Zach, the low-achieving student, included evaluative language on the posttest compared 
to its absence on the pretest, this change was not enough to create a tone in the Recount or paint 
a portrait of Kristen as the hard-working professor. For example, Zach, on the posttest, expressed 
Appreciation and Graduation to describe the coffee Kristen drinks دﻮﺳأ <ةﻮﮭﻗ> اﻮﺣأ [takes black 
coffee for breakfast] bolded in line 6). However, such evaluation does not contribute to the tone 
of the Recount. 
.ةرﺎﯿﺴﻟا ﻲﻓ  <ﻞﻤﻌﻟا ﻰﻟا> ﻢﻠﻌﺗ ﺐھﺬﺗ ﻰﻟا جﺮﺨﺗو دﻮﺳأ <ةﻮﮭﻗ> اﻮﺣأﺮﻄﻔﯾ ﺐھﺬﺗ ﺪﻌﺑ (6 
[after going take black coffee for breakfast and leaves to goes to work in the car] 
 
These findings indicate that each student’s ability to use a variety of evaluative language 
to create a tone in the Recount and represent Kristen as the hard-working professor is again 
related to the student’s achievement level. This observation is similar to the previous observation 
from the analysis of the language resources realizing the Ideational metafunction. The 
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implication from both findings for genre-based pedagogy and the description of student 
proficiency in functional terms will be discussed in Chapter 5.   
4.3.6 Summary of findings for the focal group of students  
The above findings from both the genre and SFL qualitative analyses of the pretests and 
posttests of a focal group of three students (Thomas, Henry, and Zach) from three different 
achievement levels (i.e., high, mid, low) show that all students expanded their linguistic 
repertoire, although not uniformly for all students and for all features of the Recount.  
All students included the three typical stages of the Recount (i.e., Title, Orientation, and 
Sequence of Events) on their posttests compared to only the Sequence of Events stage on the 
pretest. Nevertheless, Zach’s Orientation stage was underdeveloped in comparison to Thomas’ 
and Henry’s. As for the Sequence of Events stage, all three students organized the stage in 
chronological order as typical to the Recount on both the pretest and posttest. The difference 
between the pretest and posttest for all three students was in their use of the morphological 
marking on the verb to refer to the character, while keeping the text cohesive and avoiding the 
unnecessary redundancy of explicitly mentioning the character.  
The difference on the pretest and posttest for the Ideational and Interpersonal 
metafunctions for the three students corresponded to their achievement level. For the Experietial 
meaning of the Ideational metafunction, Thomas employed a large number of clauses (i.e., 19 
clauses on the pretest compared to 28 clauses on the posttest) and a variety of processes (i.e., 
doing and sensing processes on the pretest compared to doing, sensing, and saying processes on 
the posttest) on his posttest compared to his pretest. To realize expansion of the clauses (i.e., 
build complex clauses), Thomas used a variety of conjunctions and of different types (i.e.,  ﻦﻜﻟ , و
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نﻷ [and, but, because]) on his posttest compared to only  و  and  ﻦﻜﻟ  [and, but]  on his posttest. For 
the Interpersonal metafunction, Thomas also used various types of evaluative language to create 
a tone and paint a portrait of Kristen as the hard working professor in his posttest compared to 
his pretest. 
As for Henry, in comparison to Thomas, he used a smaller number of clauses (19 on the 
posttest) and less variety of processes (doing and sensing processes on the posttest), which made 
his text shorter than Thomas’ posttest. All students wrote their texts during the 50 minutes testing 
time. Thomas’ text was 146 words whereas Henry’s text was 115 words. Additionally, Henry’s 
use of fewer linguistic resources to realize the Interpersonal metafunction made the tone of his 
text less developed than that of Thomas’ and the representation of Kristen as a hard working 
professor absent.   
As for Zach, he included more clauses to express the events on the posttest ( i.e., 15) than 
on his pretest (i.e., 9) , which made his text longer (from 46 words on the pretest to 72 words on 
the posttest). However, there was no variation in the types of clauses; they were all verbal 
clauses with doing processes. To express the Interpersonal metafucntion, even though Zack used 
more language resources on his posttest compared to his pretest, those resources were not 
enough to create a tone in the Recount and to paint a portrait of Kristen as a hard working 
professor. Although the differences between his pretest and posttest were not dramatic, those 
small changes showed Zack’s nascent appropriation of the features of the Arabic Recount genre. 
These appropriations indicate that even low-achieving students might benefit from awareness of 
the stages and lexico-grammatical resources characteristic of the genre made visible during the 
genre-based approach.  
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4.4 RESEARCH QUESTION 4: STUDENTS’ READING COMPREHENSION OF A 
RECOUNT TEXT AND ITS RELATION WITH WRITING THE RECOUNT GENRE  
This section presents the data collection method and findings for Research Question 4:  
To what extent students’ reading comprehension of a Recount text reflected their understanding 
of the recount genre after the genre-based approach for teaching the writing of a Recount was 
implemented? 
4.4.1 Data collection and analyses for reading comprehension scores 
To answer Research Question 4, the reading comprehension test (Appendix F) for the 
Recount was scored on the reading comprehension rubric (Appendix G, detailed in Chapter 3 
and summarized here). In short, the reading comprehension tests were scored for recognizing the 
text type and explaining the information in the Orientation and Sequence of Events stages of the 
Recount. For the Orientation stage, one point was awarded for giving three facts that described 
the main character, one point for recognizing the time frame of the Recount, and one point for 
explaining the hook sentence. For the Sequence of events stage, one point was awarded for each 
description of the event and detail(s) of the events (20 points in total). Additionally, one point 
was awarded for recognizing the genre. The maximum score any student could have been 
awarded was 26 points.  
A descriptive analysis of the reading comprehension scores and a Spearman’s correlation 
between the posttests and the reading comprehension tests were performed. Those results were 
triangulated with the findings from students’ perceptions in the post-study survey (Appendix I). 
Students answered the question: Did learning to write a Recount genre help you in the reading 
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comprehension of the Recount text? Explain. Students’ answered this question both on the Likert 
scale (i.e., 1= not at all, 2= a little, 3= somewhat, 4= a lot) and as an open ended question.   
4.4.2 Descriptive statistics for the reading comprehension test scores 
The result from the descriptive statistical analysis for the reading comprehension scores 
for the 15 students participants gave a M = 19.80, SD = 3.950, with a Minimum score = 8 and a 
Maximum score = 24.  Figure 8 shows the distribution of the scores where the majority of 
students scored above 19 points. 
 
Figure 8. Histogram for Total Reading Comprehension Scores 
 
Additionally, a descriptive statistical analysis was performed to describe the 15 students’ 
scores on the different elements in the test. Fourteen students recognized the type of text as a 
Recount. For the Orientation stage, all of the students could describe three facts about the 
character, 11 students could describe the time frame, and 12 students could describe the hook 
sentence.  As for the students’ scores for describing the main events and their details in the 
Mean = 19.73 
Std. Dev = 3.95 
N = 15 
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Sequence of Events stage, M = 14.27 and SD = 3.575, and the majority of the scores ranged 
between 14 – 19.  
4.4.3 Relationship between writing and reading comprehension 
To examine the relationship between the students’ posttests scores for the written 
Recount and their reading comprehension test scores, the reading comprehension test scores 
were mapped onto the writing posttest scores. As Figure 9 shows, there was no evidence of a 
consistent relationship between students’ posttest writing scores and reading comprehension 
scores. To test this relationship, a Spearman’s correlation revealed an insignificant statistical 
correlation between writing scores and reading comprehension scores rs =.130, p = .645.  In 
other words, no evidence was found that suggested that students with higher writing scores had 
higher reading scores or students with lower writing scores had lower reading scores.   









Figure 9. Scatter Plot Graph for Scores on Posttest and on Reading Comprehension Test 
4.4.4 Finding from post-study survey 
In the post-study survey, the 15 students’ perceptions about the relationship between 
writing and reading were elicited from answering the question did learning to write a Recount 
genre help you in the reading comprehension of the Recount text? Explain. Their perceptions 
challenged the quantitative findings discussed above.  Students’ responses on the Likert scale 
part of the question (i.e., 1= not at all, 2= a little, 3= somewhat, 4= a lot) suggested that almost 
all of students (n = 14) found that learning to write the Recount either “somewhat helped” or 
“helped a lot” in reading comprehension of the same type of text. Only one student found that 











Figure 10. Histogram for Students’ Perceptions on Learning to Write a Recount and its Support in 
Reading Comprehension 
This finding was also supported by students’ explanations on the open-ended part of the 
question in post-study survey. Two themes emerged in students ‘explanations: (1) knowing the 
structure of the genre and (2) attention to language being used. Under the first theme, knowing 
the structure of the genre, about half of the students (n= 8) indicated that knowing the structure 
and organization of the genre helped them in comprehending a text from the same genre.  
Representative comments include “understanding the structure made it easier to recognize who 
belongs where in a Recount” and “I think it might have been helpful since I know the format and 
where different sentences should be located, which helped my overall comprehension.” Under 
the second theme, a closer consideration of the language being used, some students (n= 6) 
explained that learning how to write in the genre made them approach the text with a closer 
attention to the language. Representative comments include “it helped me look more closely and 
critically at language for tone /transitions and helped clarify what some terms were referring 
[sic]” and “being able to write a Recount made it easier to identify the subject (using prefixes 
and suffixes) and easier to identify habitual actions and the words regarding them.”  
1 = not at all 
2= a little 
3= somewhat 
4= a lot 
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One student explained that instruction on writing Recounts did not help her in reading 
comprehension because she understood Recounts before writing instructions.  Ironically, her 
pretest did not display all the characteristics of the Recount, indicating that initially she did not 
have knowledge of how Arabic Recount works. These findings from the post-survey suggest that 
writing instruction that made the characteristics of the genre evident to students helped students 
approach reading the text with an analytical eye with regards to the organization and language of 
the Recount.  The lack of relationship between writing and reading comprehension is probably 
an indication that the students needed more scaffolding during the teaching/learning cycle as will 
be discussed in Chapter 5. 
4.5  RESEARCH QUESTION 5: METALANGUAGE USE  
This section presents the data collection methods and findings for Research Question 5:  
How did the instructor and the students use the metalanguage of Systemic Functional Linguistics 
during the joint construction stage of the Recount genre?  
5a. How did the focal group of students describe the purpose and linguistic features of the 
Recount genre? 
4.5.1 Data collection and analyses for Research Question 5 
In this study, metalanguage refers to language that describes language and includes both 
the use of terminology to talk about language and meaning (Schleppegrell, 2013). The purpose of 
this analysis is to find how the metalanguage was used by the students and instructor to jointly 
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construct the Recount, as metalanguage is believed to support “contextual language learning” 
(Schleppegrell, 2013, p. 153), such as writing the Recount genre for a social purpose  . 
To answer Research Question 5, I transcribed the two one-hour videotaped lessons of the 
joint-construction phase, which is one of the phases in the teaching/learning cycle (i.e., the 
genre-based model implemented in this study explained in section 3.5). The purpose of the joint-
construction phase is for the instructor and students to jointly write a Recount with all its typical 
features in preparation for students’ independent writing of a text from the same genre. To 
scaffold the joint writing of a complete Recount, in the first lesson, the instructor and her 
students worked together to revise a text (Appendix P) that was missing some of the features of 
the Arabic Recount genre. In the second lesson, after watching a video about the daily routine of 
the university student, Jamal, on his study abroad trip, the instructor and her students worked 
together to co-write another Recount that demonstrated the characteristics of the Arabic Recount 
genre. During the first read, the transcribed classroom conversations were coded for the 
metalanguage used in both the Orientation and the Sequence of Events: (1) to describe the 
organization of the Recount (i.e., Textual metafunction), (2) to present the content in the Recount 
(i.e., Ideational metafunction), and (3) to include the author’s voice (i.e., Interpersonal 
metafunction through evaluative language). Then, the categories were described for type of 
metalanguage and how metalanguage was used by the instructor and the students to jointly 
construct the Recount. The descriptions of the codes were also compared with the observer’s 
field notes.   
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4.5.2 Metalanguage used to support the joint construction of the Orientation stage 
During the joint construction of the Orientation stage, metalanguage supported the 
instructor and her students’ lexico-grammar choices to organize this stage. This metalanguage 
referred to the Theme (i.e., what the clause is about), Rheme (i.e., the part of the clause where 
the Theme is developed), and thematic progression (i.e., how the clauses are organized by 
referring to each clause’s Theme). The instructor’s metalanguage helped explain the function of 
the Theme and its role in the textual organization of the Orientation stage. For example, the 
instructor’s SFL Textual metalanguage (bolded in lines 4 and 11 in Excerpt 2) explained how the 
choice of the Theme (e.g., ﻦﻜﺴﯾ [lives] instead of the character Sammy, line 8 Excerpt 2 below) 
changed the thematic progression and the message of the clause. Specifically, the instructor 
explained how the Theme in the Orientation stage “has to always be the person or thing we want 
to talk about” (lines 9 and 10 in Excerpt 2). Metalanguage also helped the instructor explain to 
her students that their choice of the Theme decides the linear thematic progression (“keep the 
linear thematic progression by keeping the character in the Theme” line 11 in Excerpt 2 and 
underlined in lines 11, 13, and 14 in Excerpt 3 below). 
Excerpt 2 
1.  S1:      ﺖﯿﺑ ﻲﻓ ﻲﻣﺎﺳ ﻦﻜﺴﯾﺮﯿﻐﺻ  [{He} lives in a small house] 
2.  S2:     is it better to say ﺮﯿﻐﺻ ﺖﯿﺑ ﻲﻓ ﻲﻣﺎﺳ ﻦﻜﺴﯾ [Sammy lives in a small house]  
3.            than   ﺮﯿﻐﺻ ﻲﻣﺎﺳ ﺖﯿﺑ  [Sammy’s house is small] 
4.  T:       here [pointing to Sammy’s house is small] you are describing the   ﺖﯿﺑ [house]  
5.            like saying Sammy’s house is small. It is the house that is the Theme. What is the   
6.            theme here? 
7.  S2:     the house   
8.  T:       but here  ﻦﻜﺴﯾ [lives]is the Theme and the  ـﯾ [morphological marking on the verb]   
9.            refers to Sammy and that is the important part. So the Theme has to always be the   
10.          person or thing we want to talk about it is the point of departure, keep the linear  
11.          thematic progression by keeping the character in the Theme [teacher points to the  
12.          themes] and not something that is not important like the ﺖﯿﺑ [house].  
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At times during the joint construction of the Orientation stage’s organization, the 
instructor and the students used their own terminology to explain the relationship between the 
position of the lexico-grammar in the clause and its function. For example, the instructor and her 
students referred to the Theme (i.e., what the clause is about) by start (bolded in lines 1 and 7 in 
Excerpt 3) and related it to its function to introduce (bolded in line 6 in Excerpt 3) the character.   
Excerpt 3 
1.   T:     For the orientation stage what do we start with? 
2.   S:      ﻢﺳأ [name] 
3.   T:    What do we do with the  ﻢﺳأ [name] 
4.   S:     We name him 
5.   T:     Right we have to introduce him  
6.   T:     How are you going to introduce him  
7.   S:     just start with his name    
8.   T:     and what do we say 
9.   S:     ﺎﯾرﻮﻛ ﻲﻓ   ﺔﺜﻌﺑ ﻰﻠﻋ ﻞﺼﺣ ﺐﻟﺎط لﺎﻤﺟ   [Jamal obtained a scholarship in Korea] 
10. T:    Now I want you to take a moment and think what is going to come next.  
11.        Are we keeping the same Theme or not [pointing to Jamal] 
12. S:    ﻢﻌﻧ [yes] 
13. T:    So can you prepare what is next. If you are keeping the same Theme what does  
14.        that mean? Are we giving new information about him?  
15. Ss:  Yes  
16. T:    Ok so write down the next sentence. What more can you say about him [the   
             character. 
17. S:     ﺎﻨﺘﺳرﺪﻣ ﻲﻓ ﺐﻟﺎط ﻮھ [He is a student in our school] 
18. S:      Introduce him as a student in our school, one of our classmates 
Showing their understanding of their instructor’s textual metalinguistic prompt 
(underlined in lines 11, 13, and 14 in Excerpt 3), the students produced Arabic text that followed 
the typical organization of the Orientation stage (i.e., linear thematic progression). For example, 
one student produced the clause ﺎﯾرﻮﻛ ﻲﻓ ﺔﺜﻌﺑ ﻰﻠﻋ ﻞﺼﺣ ﺐﻟﺎط لﺎﻤﺟ  [Jamal a student who obtained a 
scholarship in Korea] (underlined with a dashed line in line 9 in Excerpt 3 above) and another 
student produced the clause  ﻮھ  ﺎﻨﺘﺳرﺪﻣ ﻲﻓ ﺐﻟﺎط [He is a student in our school] (underlined with a 
dashed line in line 17 in Excerpt 3 above). Both clauses had the same Theme to support the 
linear thematic progression in the Orientation stage. 
125 
4.5.3 Metalanguage used to support the joint construction of the Sequence of Events stage 
During the joint construction of the Sequence of Events stage, the instructor and her 
students used metalanguage to explain the lexico-grammatical choices that can organize the 
Sequence of Events stage, express the content, and include their voices as authors.   
To joint construct the organization of the Sequence of Events stage, the students and 
instructor used a similar metalanguage as that used during the joint construction of the 
organization of the Orientation stage. The instructor used SFL metalanguage (bolded in line 8 
Excerpt 4) and own terminology (bolded in line 7 Excerpt 4 to refer to the Theme and bolded in 
line 8 Excerpt 4 to refer to the Rheme) to explain the role of the position of the circumstance of 
time in establishing a chronological order (lines 9 and10, Excerpt 4 below). Another example for 
the use of SFL metalanguage is during the instructor’s explanation of how the morphological 
marking ي [refers to Jamal] on the verb establishes the linear thematic progression for recounting 
the events (e.g.,  …. the ي [pointing to the morphological marking on the verb] refers to Jamal- 
keeping the same Theme [i.e, thematic progression] lines 18 and 19 in Excerpt 4). 
Students did not use SFL metalanguage, rather they responded to the instructor’s 
metalinguistic prompts either by using their own functional explanation of the lexico-grammar 
(e.g., introduce the events, line 3 Excerpt 4 referring to the Theme) or by producing Arabic text 
as in line 13 and 16 in Excerpt 4.  
Excerpt 4 
1.   T:  for this stage what do we usually start with ? what is a Sequence of Events stage? 
2.   T:  It is event in chronological order ,so what is important here?  
3.   S:  So maybe introducing the event by saying this is the beginning of the day  
4.   T:  beginning of the day what is that? 
5.   S:  حﺎﺒﺼﻟا  
6.   T:  And that is what we need, a circumstance of time if you want the events in chronological  
7.   T:  order. The circumstance of time does not have to be the first thing, in the Theme    
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8.   T: It can be at the end of the sentence because in Arabic it is flexible. You can move 
9.   T: it around. We need a circumstance of time somewhere and we are recording events in  
10. T: chronological orders so that is very important to us.  
11. T:  So I want you to think for a minute and write down the first event… 
12. T:  . ﺔﻨﯿﻣا ﺎﯾ ﻻﺎﯾ  [teacher calls a student] 
13. S:  ﮫﻣﻮﯾ أﺪﺒﯾو ﻮﺤﺼﯾ ﻮھ ﺎﺣﺎﺒﺻ ﺔﺳدﺎﺴﻟا ﺔﻋﺎﺴﻟا ﻲﻓ [at seven o’clock in the morning he wakes up  
          and starts his day] 
 [Teacher wrote the sentence on the board] 
14. T:   ﺎﺣﺎﺒﺻ ﺔﻌﺑﺎﺴﻟا ﺔﻋﺎﺴﻟا [at seven o’ clock] this is a circumstance of time  مﻮﯿﻟا أﺪﺒﯾ و ﻮﺤﺼﯾ لﺎﻤﺟ   
            [Jamal   wakes up and starts his day  
15  T:    ؟ حﺎﺒﺼﻟا ﻲﻓ ﻞﻌﻔﯾ ﺎﻀﯾأ اذﺎﻣو [and what else does he do in the morning] 
16. S:  ﻖﺑﺎﻄﻟا ﻰﻟا بﺎھﺬﻟا ﻞﺒﻗ ﮫﮭﺟو ﻞﺴﻐﯾ  ﻮھ ﻢﺛ ﻦﻣو لوﻻا  [then he washes his face before going to the   
            first floor]  (student produced the sentence with teacher’s help) 
17. T:  I want you to notice here we set the time then introduced Jamal then   ﻞﺴﻐﯾو أﺪﺒﯾو ﻮﺤﺼﯾ               
18. T:  [wakes up, starts, and washes]And these are all processes of doing and the ــﯾ refers to      
19. T:  Jamal- keeping the same Theme 
 
The above findings show that the instructor’s SFL metalanguage and students’ and 
instructor’s own terminology, which explained the function of the lexico-grammar, supported the 
organization of the Orientation stage and Sequence of events stage of the Recount during the 
joint construction phase. Additionally, students’ Arabic responses in the examples above show 
their comprehension of the SFL formal metalanguage their instructor used, even though they did 
not produce the formal metalanguage themselves.  The lack of students’ use of the SFL formal 
metalanguage might be attributed to the fact that SFL textual metalanguage is new language 
terminology that students must learn. Thus, students may need time to learn this terminology as 
well as more opportunities to use them. These implications will be further discussed in chapter 5 
in relation to the genre-based approach and theoretical underpinnings of the use of metalanguage 
and its purposes and significance. 
The joint construction of the content of the Sequence of Events stage (i.e., Experiential 
meaning) was supported by the instructor’s and the students’ use of SFL metalanguage. The 
functions of the processes (e.g., doing processes to express the events and sensing processes to 
express the author’s feelings) were made visible through the instructor’s metalinguistic prompts 
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(see lines 1, 3, 5, and 7 in Excerpt 5) and the students’ metalinguistic responses (see lines 2, 4, 
and 6 in Excerpt 5).   
Excerpt 5 
1. T:     The process that we used here, we used ﻞﺼﺣ [obtained] is that a process of doing or  
  sensing? 
2. S:     doing 
3. T:     and we used   سرﺪﯾ  
4. S:     doing  
5. T:     and we used  ﺐﺤﯾ ﻮھ  
6. S:     chorus: sensing 
7. T:     but that is our feelings of what Jamal [the character] does 
 
The instructor’s metalinguistic prompts (see lines 1 and 3 in Excerpt 6) and students’ 
responses (see lines 2 and 4 in Excerpt 6) drew the students’ attention to the participant as being 
expressed in the morphological marking on the verb, a typical feature of the Arabic language. 
Excerpt 6 
1. T:    where is the participant here [pointing to the sentence]? 
2. S:     ـﯾ  [morphological marking on the verb referring to he] 
3. T:    and it refers to 
4. S:    ﻮھ [he] 
 
Additionally, the SFL metalanguage supported the choices that students and their instructor 
made for different types of circumstances (lines 1 -7 in Excerpt 7). It also made students aware 
of the possibility of having different circumstances in one clause (line 6 Excerpt 7).  
Excerpt 7  
1. T:     and what is this [pointing to  ﺔﻋﺎﺳ ﻒﺼﻧ ﺪﻌﺑ [after half an hour]] 
2. S:     a circumstance 
3. T:   and what is this لﻮﺳ ﺔﻌﻣﺎﺟ ﻰﻟا عرﺎﺸﻟا ﻒﺼﻧ ﻲﻓ [in the middle of the street to Seoul      
                         University] 
4. S:    place ? 
5. T:    all these are circumstances and this is of place….. 
6. T:    so one sentence can have many circumstances of time or place 
7. T:    We can add here  ﺔﻋﺮﺴﺑ ﻲﺸﻤﯾ ﻮھ and that is a circumstance of manner 
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The instructor also used SFL metalanguage to explain to students how a circumstance of manner 
(lines 1 – 4 Excerpt 8) may express the author’s judgment of the character’s behavior (e.g.,  ﮫﻧﻻ
ﺮﺧﺄﺘﻣ ﺎﻤﺋاد [because he is always late] line 3 Excerpt 8) (i.e., Interpersonal metafunction).  Thus, 
the metalanguage made students aware of the use of circumstances to express their voices as 
authors of Recounts.  
Excerpt 8 
1. T:    We can add here  ﺔﻋﺮﺴﺑ ﻲﺸﻤﯾ ﻮھ and that is a circumstance of manner 
2. T:     If we want to give our impression that he is always late  ﻰﻟا عرﺎﺸﻟا ﻒﺼﻧ ﻲﻓ ﺔﻋﺮﺴﺑ ﻲﺸﻤﯾ ﻮھ
                         لﻮﺳ ﺔﻌﻣﺎﺟ  ﺮﺧﺄﺘﻣ ﺎﻤﺋاد ﻮھو-  [he walks fast in the middle of the street to Seoul university=he  
is always late] 
 3. S:   can we do  ﺮﺧﺄﺘﻣ ﺎﻤﺋاد ﮫﻧﻻ [because he is always late] 
 4. T:   yes we can   
The above findings show that students used SFL metalanguage to jointly construct the 
content of the Sequence of Events stage (i.e., expressing Experiential meaning) while, when 
jointly constructing the organization of the Recount (i.e., expressing Textual meaning), the 
students used their own terminology that referred to the function of the lexico-grammar. Their 
choices in using the SFL metalanguage to express the Experiential meaning might be attributed 
to the similarity between SFL metalanguage and the metalanguage of traditional grammar (e.g., 
doing verbs in both traditional grammar and SFL) with which the students are already familiar.  
As for the joint construction of meaning to express the author’s voice (i.e., interpersonal 
meaning) in the Sequence of Events stage, students responded to the instructor’s metalinguistic 
prompts (e.g., put your voice here or a description, bolded in line 1 in Excerpt 9) with Arabic 
text that included evaluative language, which expressed the author’s feelings about the food 
(e.g., ﺐﯿﻠﺤﻟﺎﺑ ﻞﯾﺮﯿﺳ ﻞﻛﺄﯾ نأ ﻞﻀﻔﯾ ﻮھ  [he prefers to eat cereals with milk], in line 2 Excerpt 9).  
Students’ responses exhibit their understanding of the function of the language choices to 
express their voices as authors of Arabic Recounts. One student commented on adding a positive 
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tone to the Recount, “… and then at the end when we were talking what he likes to do [we can] 
give it like a positive [tone], maybe drinks a lot of coffee …” Her comment shows her 
understanding that adding “a lot” to something the character likes to do (drink coffee) 
contributed to the tone of the Recount.     
Excerpt 9 
1.  T: anybody want to say something? put your voice here or a description of breakfast  
2.  S:  ﺐﯿﻠﺤﻟﺎﺑ ﻞﯾﺮﯿﺳ ﻞﻛﺄﯾ نأ ﻞﻀﻔﯾ ﻮھ [he prefers to eat cereals with milk] 
3.  S2: can we say something like tasty or delicious  
4.  T:  ﺬﯾﺬﻠﻟا وا ﻲﮭﺸﻟا [appetizing or delicious] (teacher write on the board) 
5.  T: We can describe more  ﺒﻟا ﺮﯿﺼﻋ ﻊﻣو ﺮﻜﺳ ﻊﻣ درﺎﺒﻟا لﺎﻘﺗﺮ   ﺐﯿﻠﺤﻟﺎﺑ ﻞﯾﺮﯿﺴﻟا ﻞﻀﻔﯾو ﻞﻛﺄﯾ نأ ﻞﻀﻔﯾ ﻮھ [he  
6.  T: prefers  to eat and prefers cereals with cold milk with sugar with orange juice] 
7.  T: You are describing with focus and putting your voice  
 
4.5.4 Summary on metalanguage used during the joint construction phase  
During the joint construction phase of the teaching/learning cycle, the instructor either 
used SFL metalanguage or her own terminology in order to draw students’ attention to the 
typical lexico-grammar (realizing the Textual, Interpersonal, and Ideational metafunctions) and 
their function in the stages of the Recount. As for the students, they rephrased the Textual SFL 
metalanguage and recast it in their own words, but used SFL metalanguage to express the 
Experiential meaning. Additionally, students produced Arabic text in response to their 
instructor’s metalinguistic prompts that indicates their understanding of the functional meaning 
of formal SFL metalanguage. This finding corroborates with the observer’s field notes at the end 
of the joint construction phase that comment on the change in students’ use of metalanguage 
during the teaching/learning cycle: 
It seems the students wholly understand the concepts of the metalanguage despite the fact 
that they do not reproduce it frequently on days when it is not the focus [referring to the 
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deconstruction phase]; earlier in the study, when the focus was on learning the language 
[metalanguage], it seems that students produced it more, even if they maybe understood it 
less—there seems to be a shift in usage from rote repetition to understanding of a 
concept.  
This finding indicates that during the joint construction of the Recount, the SFL 
metalanguage in conjunction with the students’ and instructor’s own terminology (that explained 
the function of the lexico-grammar in the Recount) contributed to the way they organized their 
understanding of the typical features of a written Arabic Recount to produce one. Thus, the SFL 
metalanguage and the students’ and instructor’s own terminology is a functional concept that 
supported the writing of the Recount.  According to Greeno (2012) a functional concept is “a 
cognitive entity [metalanguage] that has meaning in a kind of activity [jointly constructing a 
Recount], in which it contributes to the way participants [students and instructor] organize their 
understanding of what they are doing [writing a Recount]” (p.311). Greeno’s theory of functional 
concepts and its implication on the use of metalanguage during the genre-based approach will be 
further discussed in chapter 6. 
4.5.5 Data collection and analysis for Research Question 5a 
At the end of this study, students were asked to complete a post-study survey (Appendix 
I). Question 2 on the survey asked students to verbalize their understanding of the Recount 
genre. The students were provided with the following prompt to carry out this part of the 
research study:  
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Your friend in the other Arabic class has an assignment to write a Recount genre; he 
asked you for help.  How would you explain to him/her how to write a Recount genre? 
(You may use Arabic/English or illustrations to answer this question.  
Each student’s response (Thomas, Henry, and Zach) in the focal group from the three different 
achievement levels (i.e., high, mid, and low) was coded for the description of the general social 
purpose of the Recount, the three stages of the Recount (i.e., Title, Orientation, and Sequence of 
Events) and their purpose, as well as the lexico-grammatical characteristic of each of the three 
stages in the Recount. Then, these codes were described. 
4.5.6 Findings from students’ descriptions of the Recount (Research Question 5a) 
Describing the Arabic Recount entails the identification of the three stages of the Recount 
(i.e., Title, Orientation, and Sequence of Events), the purpose of each stage, as well as the overall 
social purpose of the Recount. Additionally, it requires describing the lexico-grammatical 
features that represents the organization of the Recount (i.e., Textual metafunction), the content 
of the Recount (i.e., Ideational metafunction) and the evaluative language to create the tone in 
the Recount and paint a portrait of the character (i.e., Interpersonal metafunction).     
The three students in the focus group (Thomas, Henry, and Zack) showed different levels 
of awareness for the features of the Arabic Recount. Zach, the low-achieving student, only 
showed awareness of the three stages of the genre and some of the purposes of each stage, which 
he illustrated in a diagram, see Figure 11 below.  For example, he listed the Orientation (which 
he named the Introduction) as one of the stages of the Recount and expressed two of the 
purposes of this stage: “Introduction tells a little bit about the person, also contains a hook.” 
Missing in his description of this stage was the time of the Recount. He used his own 
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metalanguage to name and to describe the stages. Zach ignored any reference to the lexico-
grammatical features typical to any of the stages.  
 
Figure 11. Zach’s Description of the Arabic Recount Genre 
Henry (the mid-achieving student), similar to Zach, listed the three stages and the 
purposes of each stage of the Recount, as this excerpt describing the Orientation stage shows: 
…. We would work on the introduction describing the subject. At the end of this we would make 
sure the time frame of the recount is clear as well as have a proper hook before the sequence of 
events.  
 
Later in his explanation, Henry identified some of the lexico-grammar typical to the Recount but 
had a vague explanation of their function. As this excerpt below shows, he explained that the use 
of vocabulary (e.g., ﮫﺳدﺎﺴﻟا [six o’clock],  ﻢﺛ [then], or ﻚﻟذ ﺪﻌﺑ [after that] )  would be used “to make the 
Recount flow or the events flow”. However, he did not make it clear what he meant by the word 
flow. 
 I would introduce them to vocabulary such as ﮫﺳدﺎﺴﻟا [six o’clock],  ﻢﺛ [then], or ﻚﻟذ ﺪﻌﺑ [after that] 
in order to help them make the Recount flow...We would move on to the actual Sequence of 
Events and use the vocabulary to make sure the events flowed and make sense.  
 
The Excerpts from Henry’s response show that he used his own terminology to describe the 
function of some of the lexico-grammar in the Recount. However, Henry, like Zach, ignored 
describing other lexico-grammatical features typical to each of the stages of the Recount (e.g., 
lexico-grammar that express the content or organization of the Recount).  
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As for Thomas, the high-achieving student, he showed his awareness of the three stages 
of the Recount “it needs three parts” and the purpose of each stage (similar to Henry and Zach). 
For example, he described the Sequence of Events stage as: “…is the longest part. It is here that 
you write in chronological order, once again introducing the subject/event by name and going 
through the whole time frame that was mentioned in the introduction.” 
However, he was the only student in the focal group that demonstrated an explicit 
awareness of the general social purpose of the Recount, although he expressed this awareness in 
relation to the context of the class rather than the social context.  Thomas wrote, “…the 
assignment is a review of either events or individuals and their lives.”  Thomas was also the only 
student to express an awareness of some of the lexico-grammar of the Recount. More 
specifically, Thomas demonstrated his understanding of the features realizing the Experiential 
meaning of the Ideational metafunction in the Sequence of Events stage by writing, “The verbs 
used should be primarily action verbs…..There can be some sentences that are not essential to 
the overall recount and these we use abstract/ feeling verbs.”  His explanation referred to 
classroom instruction on the use of doing verbs to express the actual events of the Recount and 
on the use of sensing verbs to express the character’s emotions or feelings in the Recount.  He 
used his own description to express his understanding. However, Thomas missed on describing 
the lexico-grammar that expresses the organization and the tone (i.e., Interpersonal metafiction) 
of the Recount. 
These findings reveal that while all three students had equal awareness of the stages of 
the Recount, they did not have uniform awareness of the overall social purpose of the Recount 
and of the lexico-grammatical features typical for each stage, which again corresponds to their 
achievement levels. Thomas the high achieving student exhibited the highest awareness of the 
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characteristics of the Recount and Zach the low achieving student exhibited the lowest awareness 
of the characteristics of the Recount. In summary, Thomas showed awareness of the stages of the 
Recount, the lexico-grammatical features that express the Experiential meaning in the Recount, 
and the overall social purpose. However, Thomas’ awareness of the social purpose was oriented 
to the classroom task (i.e., assignment).  
Henry showed awareness of the three stages of the Recount and of some of the lexico-
grammatical features. Zach showed only an awareness of the stages of the Recount. The 
correspondence between awareness of the Recount to students’ achievement level corroborates 
the findings from the qualitative analysis of the pretest and posttest (in section 4.3.2) for students 
in the focal group. Implications from these findings on genre-based pedagogy will be discussed 
in Chapter 5 
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5.0  DISCUSSION 
In this study, the genre and SFL analysis of a model Arabic Recount depicted how this 
genre works in terms of its social purpose, the purpose of each stage, and the typical lexico-
grammatical features in each stage. Knowing how the Recount genre works supported the design 
of a genre-based unit of instruction. It also informed the revision of three weeks on the syllabus 
to accommodate the application of the Recount genre-based unit within the constraints of this 
syllabus, in which students were expected to write about daily routines grounded in the textbook 
chapters of  AL-Kitaab fii Ta'allum al-'Arabiyya, part 1, by Brustad, Albatal, and Altonsi.  
During the implementation of this approach, the stages and lexico-grammatical features 
of the genre were made visible and accessible to students, which yielded improvement in their 
writing. Thus, the findings from the genre analysis and the implementation of the genre-based 
unit of instruction indicate the plausibility of designing a whole genre-based Arabic syllabus 
(Feez & Joyce, 1998) and potentially a whole curriculum  (Byrnes et al., 2010).  
In this chapter, I discuss four themes that were revealed in the findings and their 
implications: (1) the genre-based approach and composing the Recount, (2) the genre-based 
approach and the ACTFL framework, (3) metalanguage use during genre-based instruction, and 
(4) reading comprehension and the genre-based approach. At the end of each section, 
implications for future research are explored. I then end the chapter with concluding remarks. 
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5.1 THE GENRE-BASED APPROACH AND COMPOSING THE RECOUNT 
5.1.1 Recount genre awareness  
Based on the results from the quantitative analysis of the total scores on the pretest and 
posttest as measured on the genre-based assessment instrument, students showed improvement in 
their appropriation of the features of the Arabic Recount. However, based on the findings from 
the qualitative analysis, the improvement was not uniform for all students from high, mid, and 
low achievement levels as will be discussed in section 5.1.5. The quantitative findings indicate 
that the approach raised students’ awareness regarding the characteristic features of the Recount 
genre. The findings also point to the advantage of explicit instruction. In the context of Arabic as 
a less-commonly-taught language at the university level, these implications echo the implications 
of earlier studies in FL and L2 contexts in the United States, such as Byrnes (2009) and  
Ryshina-Pankova (2006) in the FL university context; Troyan (2013, 2014, 2016) in the early FL 
education context; de Oliveira and  Lan (2014), Ramos (2012, 2014, 2015),  Schleppegrell, 
(2001, 2004, 2006), and Schulze (2011) among others in the L2 context; and Colombi (2002) in 
the university-level heritage language speakers context. Therefore, the present study extends the 
current literature on the positive impact of the genre-based approach on students’ writing to a 
less commonly-taught language (Arabic) in the FL university context.  
5.1.2 Effect of the genre-based approach on students’ writing of the stages of the Recount 
The results from the quantitative analysis of students’ pretest and posttest scores on each 
stage (i.e., Title, Orientation, and Sequence of Events) as measured on the genre-based 
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assessment instrument showed an improvement in the Title and Orientation stages and no 
improvement in the Sequence of Events stage.  This result was also supported by the findings 
from the qualitative analysis of the pretest and posttest for the three focal students from three 
different achievement levels (high, mid, and low). All three students included only the Sequence 
of Events stage on the pretest compared to including all three stages on the posttest. This finding 
suggests two interpretations. First, since the genre was a Recount, and the main body of a 
Recount is the Sequence of Events, this stage was the most salient feature for students, and the 
one they implicitly understood even before participating in the genre-based unit. This 
observation means that during instruction, instructors might need to emphasize the Sequence of 
Events stage less than the other stages. It is quite possible that students had awareness of this 
stage from other languages they know, which they applied in the new context, writing an Arabic 
Recount (Achugar et al., 2007). In other words, students might bring awareness of the stages of 
the genre that they implicitly or explicitly understood from other languages they know. 
Therefore, during the genre-based instruction, it is essential to perform initial assessment 
of all students’ genre-writing to identify their needs in the specific discourse moves of a 
particular genre.  In turn, this assessment would be valuable in informing the planning of the 
genre-based instruction that will target those needs. This assessment will also highlight the 
features that will need more emphasis during instruction.  
Additionally, a comparison between the target and native language genres will also 
highlight the cultural and lexico-grammatical features that are different in both languages 
(Carretero & Taboada, 2014) and that are more likely to require emphasis during instruction over 
those features that are similar in both languages. One reason for this is, as discussed earlier, 
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students may bring awareness of how genres work from other languages they learned (Achugar 
et al., 2007). 
 Second, the students’ inclusion of only one stage at the start of the genre-based unit 
indicates that students from the three achievement levels viewed writing as mono-dimensional 
(Troyan, 2013; Roca del Larios, et al 2008). That is, students’ writings on the pretest were only 
listing of events in chronological order (i.e., Sequence of events stage) without any consideration 
of the required stages or other lexico-grammatical features of the Arabic Recount genre (Martin, 
2009;Yasuda, 2011). Thus, students focused on completing the task based on their previous 
knowledge of the genre, rather than writing a Recount as one type of story (Christie & 
Derewianka, 2008; Rose & Martin, 2012) with a social purpose that includes specific features 
(e.g., the Orientation stage that thematically progresses while foregrounding the character in the 
Theme and includes a circumstance of time to set the timeframe of the Recount).  After the 
genre-based unit, students became aware of the other stages without which the purpose of the 
genre (i.e., giving information about the character and her chronological daily events) (Martin, 
2009) would not be achieved. Although, Zach, the low-achieving student, included 
underdeveloped stages in his Recount, his writing, however, shows that even the low-achieving 
student benefited from genre-based instruction that raised his awareness about all three stages of 
the Recount.  
 In addition to this evidence from the posttest, students’ responses on the post-study 
survey showed that all three students had awareness of the three stages of the Recount. This 
awareness was exhibited in students’ abilities to describe those stages and the purpose of each 
individual stage.  Even though, all three students from the three different achievement levels 
showed awareness of the stages of the Recount, it was only Thomas, the high achieving student, 
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who expressed an explicit, but, general understanding of the social purpose of the Recount: “the 
assignment is a review of either events or individuals and their lives.” In other words, it was only 
Thomas who showed a sign of a metacognitive awareness of the Recount, yet his purpose is to 
satisfy the assignment. As for the other two students, they showed awareness of the individual 
stages of the Recount without articulating its overall social purpose.  Interpretation of this 
finding is in the next section 
5.1.3 The effects of the prompt on writing  
The high achieving student’s generalized understanding of the social purpose of the 
Recount and the mid and low- achieving students’ lack of awareness of the social purpose may 
be attributed to the prompt that asked students to describe how the Recount works without giving 
them a context as a reference. This finding reinforces Schleppegrell and her colleagues' (2014) 
argument about the importance of a writing prompt that highlights the purpose and stages of the 
genre being studied. In this study, the prompt that asked students to describe the Recount did not 
specify the context of the Recount.  Rather, it stated: “Your friend in the other Arabic class has 
an assignment to write a Recount genre; he asked you for help.  How would you explain to 
him/her how to write a Recount genre? (You may use Arabic/English or illustrations to answer 
this question.” Instead of an authentic context, the prompt was framed as an explanation of ‘the 
assignment’ as the context, which could be the reason for students’ lack of attention to the 
purpose of the Recount and for Thomas’ description of the purpose of Recount as an assignment 
devoid of an authentic social purpose.  A prompt that would make the context explicit to students 
would state: “Your friend in the other Arabic class is asked to write a Recount genre about 
professor’s Kristen’s daily routine to be published in the university newspaper; he asked you for 
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help.  How would you explain to him/her how to write a Recount genre? (You may use 
Arabic/English or illustrations to answer this question.” This edited prompt makes the context of 
the Recount explicit and visible to students (i.e., whom it is about, who the audience is, and what 
mode the writer should use).  This context situates the Recount in its social purpose, which is 
giving information to the university community in a newspaper article about professor’s 
Kristen’s daily routine. Therefore, in this revised assignment the context becomes clear. 
The finding also supports the importance of keeping the context in focus during the 
genre-based instruction (Dreyfus, Humphrey, Mahboob, & Martin, 2016), because it is through 
the context of the genre (i.e., written for whom, about what, and how) that students are able to 
envision its social purpose (discussed further in the next section).  
5.1.4 The expression of the three Metafunctions in the Recount 
Based on the results from the quantitative comparison of students’ pretest and posttest 
scores for their expression of the three metafunctions, an improvement was found for the Textual 
and Ideational metafunction and no improvement for the expression of the Interpersonal 
metafunction. The improvements on the Textual and Ideational metafunctions indicate that 
students were able to express more content (i.e., Ideational metafunction) in a textually coherent 
way (i.e., Textual metafunction) on the posttest compared to the pretest.  Furthermore, the 
findings from the qualitative analysis of the focal group of students’ Recount genre writing 
corroborated the findings from the quantitative analysis. 
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5.1.4.1 The Expression of the Textual metafunction 
Textually, while all three students from the three achievement levels organized their texts 
as typical of the Recount genre (i.e., events chronologically ordered), one noteworthy 
improvement was in their referencing of the character using the morphological marking on the 
verb, rather than repeating the name or subject pronoun in the Theme or the Rheme.  Through 
the use of the morphological marking on the verbs, they avoided the unnecessary redundancy of 
explicitly mentioning the name of the character, while still keeping the text cohesive.  This 
change, albeit subtle, shows that making the organizational features of the text explicit and 
visible to students supports their appropriation of a nuanced Arabic lexico-grammatical feature 
that is not found in their first language.  
This finding indicates that the genre-based approach does not compromise the learning of 
grammar, but on the contrary, it is supportive of learning the grammar and its function in relation 
to the text. The genre-based approach contextualized grammatical structures in coherent and 
meaningful texts.  It is through text-based instruction that students were able to more clearly see 
the function of the lexico-grammatical features that they would not have been able to see at the 
sentence level. For example, in this study, students were able to see how cohesion was achieved 
in the text in the absence of an explicitly stated subject noun or pronoun, a feature they would 
not have been able to see in an isolated sentence taken from the text. Therefore, if any program 
fears that the genre-based approach is not supportive of their grammar objectives they should 
reconsider the supportive role of full text analysis in the acquisition of specific lexico-
grammatical features of the target language.    
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5.1.4.2 The Expression of the Ideational metafunction 
Additionally, the qualitative findings for the Ideational metafunction (i.e., Experiential 
meaning and Logico-semantic relations) from the comparison of the pretest and posttest for the 
focal group of students also provided evidence that students appropriated a variety of language 
resources to express the content of the Recount.  This improvement related to each student’s 
achievement level, meaning, the high achieving student included a larger variety (i.e., doing, 
verbal, and sensing processes10) and quantity of processes (i.e., 21 processes) than the mid 
achieving student (i.e., 19 processes of doing and sensing). Additionally, the mid-achieving 
student included a larger variety and quantity of processes than the low achieving student (only 
15 doing processes). This same improvement was also noted in students’ expression of the 
Logico-semantic relations. The high achieving student expanded some of the clauses by using 
more types of conjunctions (i.e.,  و [and], ﻦﻜﻟ [but], and ﺎﮭﻧﻷ [because]) than the mid-achieving 
student. In turn, the mid-achieving student used more types of conjunctions (i.e., و [and] and ﻦﻜﻟ 
[but]) than the low achieving student (i.e., و [and]). Thus, both the quantitative and qualitative 
findings indicate that the explicit instruction, a routine procedure in the genre-based approach, 
supports students’ expression of the content of the Recount.  
5.1.4.3 The Expression of the Interpersonal metafunction 
The lack of improvement in the realization of the Interpersonal metafunction points to the 
fact that students were not attentive to the evaluative language resources. This type of language 
expresses evaluation of people or things in the Recount, judgment of the character’s behavior, or 
expression of the character’s feelings.  In the Recount, the evaluative language creates the tone 
                                                 
10 There are several types of processes (sensing, verbal, doing, etc.) in SFL that are expressed by a verb. 
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of the Recount and paints the portrait of the character. This finding may be interpreted as 
students needing more emphasis, during the teaching/learning cycle, on the function of the 
evaluative language resources that create the tone in the Recount and that paint a portrait of the 
character. During the deconstruction phase of the teaching/learning cycle (TLC), the instructor 
used one model text and gave equal attention to the lexico-grammar that expressed each of the 
three metafunctions in that model text. It could be that more than one model text is needed as 
examples to explicitly call students attention to the forms and functions of the evaluative 
language in the Arabic Recount. During the TLC, the expression of the Interpersonal 
metafunction was practiced: first, by changing the evaluative language resources that created the 
tone of the model Recount text from a positive to a negative tone; second, while editing another 
Recount; and lastly, while co-writing a Recount with their instructor. It is possible that students 
needed additional practice for the use of the evaluative language. 
It is through these linguistic resources that the author expresses attitudes and feelings, as 
well as makes, supports, or undermines his point of view in different social contexts (Achugar, 
2009; Ryshina-Pankova, 2016; Unsworth, 2001). These language resources also contribute to 
constructing social realties (Halliday, 1993).  Thus, in the FL education context, it would be wise 
to raise students’ awareness of the function of these language resources in a genre as simple as 
the Recount and build on this awareness in more complex genres, such as in Argumentative 
genres where the writer argues for one point of view (i.e., exposition genre) or discusses more 
than one point of view (i.e., discussion genre) (Rose & Martin, 2012). This awareness will lay 
the foundation for a critical approach to FL literacy (Achugar, 2009; Ryshina-Pankova, 2016; 
Unsworth, 2001). 
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The lack of improvement in the Interpersonal metafunction could also be attributed to the 
context of the Recount (i.e., write a Recount about your professor Kristen to be published in the 
university newspaper) given to students during the independent construction phase of the 
teaching/learning cycle. Even though the context sounds authentic, it is a simulated one with a 
hypothetical audience, which points to the constraints of teaching a FL language in the artificial 
environment of the classroom. Students were presented with the content (i.e., information about 
the professor and her daily events in a video they watched), an audience (i.e., the university 
community), and a mode (i.e., writing). Nevertheless, students might not have perceived the 
Recount classroom writing task as a social text with a clear goal and purpose in a cultural 
context. This implication agrees with Schleppegrell et al.'s (2014)  argument that “the notion of 
genre as a social process is key here, as the genre approach is not in service of teaching ‘a genre,’ 
but instead about teaching a process construing meaning purposefully in writing” (p.38). The 
social purpose contextualizes the teaching of the genre as a process for expressing purposeful 
meaning in writing, which students might have ignored. Thus the genre-based approach needs to 
be accompanied by authentic purposes for creating text (Van Lier, 1996). An authentic context 
can be realized by creating contextualized opportunities to students with a real audience, such as 
writing on a blog for Arabic speakers, writing for a web pal, or writing for other Arabic learners 
in the same or other institutions.  
Despite the lack of a statistically significant difference between pretest and posttest in 
students’ expression of the Interpersonal metafunction as measured on the genre-based 
assessment instrument, the qualitative analyses of the three high, mid, and low achieving 
students’ texts showed that the change in students’ expression of the Interpersonal meaning 
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related to their achievement level. This relationship is similar to what was found for the 
Ideational metafuntion. The interpretation of this relation is discussed in the next section. 
5.1.5 The genre-based approach and its relationship to students’ overall achievement  
The findings from the qualitative analysis of the three focal students’ writings (from three 
achievement levels: high, mid, and low) reveal that the students’ improvements were not 
uniform. More specifically, the changes in each student’s expression of the Ideational and 
Interpersonal metafunctions were related to each student’s achievement level. These findings 
suggest that the genre-based approach allows students to make progress at their level of 
proficiency. Despite their differing levels of proficiency, all students progressed but not to the 
same degree (Achugar & Carpenter, 2014; Donato & Tucker, 2010). 
This finding on the relation between student achievement level and student improvement 
agrees with previous literature on the direct role language proficiency plays in writing for 
language learning and development (Manchón, 2014; Manchón & De Larios, 2007; Ruiz-Funes, 
2015). However, Oretga (2012) argues that after a “certain threshold, proficiency becomes less 
predictive of L2 writing expertise” (p.412).  This present study was conducted with students at 
the beginner level. Therefore, it would be interesting to investigate Ortega’s claim in future 
research by conducting the same study with students with higher language proficiency and with a 
more complex genre. 
Oretga also maintains that students with high level proficiency (like Thomas in 
comparison to Henry and Zach) are more likely to give attention to high-level cognitive 
processes.  In the case of Recount writing, one high-level cognitive process is the expression of 
Interpersonal metafunction.  To realize this metafunction, students must make choices to 
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evaluate the character, express the character’s feelings, and judge the character’s behavior with 
the intention to create a tone in the text and to paint a portrait of the character.  This process 
requires a higher level of cognitive processing than, for instance, sequencing the text in 
chronological order with the circumstance of time in the Theme (e.g.,  ﻰﻟا ﺐھﺬﺗ ﺔﻨﻣﺎﺜﻟا ﺔﻋﺎﺴﻟا ﻲﻓ
ﺐﺘﻜﻤﻟا[At 8 AM, she goes to the office]).  Expression of the Interpersonal metafunction requires 
making linguistic choices from a variety of networks in the language system in comparison to the 
choices needed to express the chronological order of events.  This observation could explain why 
Thomas (the high-achieving student) was the only student who created the tone and painted the 
portrait of the character in his Recount through his choice of evaluative language. Additionally, 
this observation is another indication that some features of the genre, the features of the 
Interpersonal metafunction being one, need more emphasis during instruction than others.  
5.1.6 Summary and future research on the genre-based approach 
To recap, in this study, the genre-based approach supported students’ appropriation of the 
stages and lexico-grammatical features that are typical to the Arabic Recount, although this 
appropriation was not uniform for all students. It also reveals the features of the Recount genre 
that need more emphasis than others during genre-based instruction.  Therefore, future research 
should expand the scope of this study to conduct an initial diagnosis of students’ knowledge of a 
given genre that will inform the genre-based planning, instruction, and assessment of students’ 
needs for specific discourse moves of a particular genre.  
Additionally, a comparison of texts in the same genre from both the target and students’ 
first language (in this case, English), prior to genre instruction, will provide valuable information 
on the differences in the cultural features of the genre that are most likely to need emphasis 
147 
during instruction. This comparison will also meet the culture and comparison goal area of the 
National standards (National Standards in Foreign Language Education Project., 2013). Looking 
forward, future research questions to explore might include: (1) What are the differences in the 
features of the Arabic and English Recount genre (or any other genre)? (2) How does explicitly 
teaching the differences between the stages and lexico-grammatical features of the genre in the 
target and students’ first language support students’ writing in the genre? 
This study also points to the significance of crafting writing prompts that clarify and 
make explicit the purposeful context of the genre. The prompt should situate the social and 
cultural purpose in an authentic context because it is through this context that the purpose of the 
genre becomes visible to students.  Furthermore, the study showed the importance of constantly 
keeping the context in focus during the teaching/learning cycle (TLC) in order to support 
students’ genre writing for a social purpose. Thus, a future research question might be: What are 
the practices that FL instructors need to follow to emphasize and make visible the purposeful 
context during the TLC?    
5.2 GENRE-BASED APPROACH AND THE ACTFL FRAMEWORK 
In their statement of philosophy, ACTFL (2012) placed culture and language at the core 
of FL education. They called for all FL educators to teach language and culture so that students 
are able to communicate appropriately using the target language. However, none of the ACTFL’s 
documents (e.g., proficiency guidelines (ACTFL, 2012a), World-Readiness Standards for 
Learning Languages (National Standards in Foreign Language Education Project., 2013), or 
NCSSFL-ACTFL Can-do statements (ACTFL, 2015)) explains how teachers can support 
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students’ attainment of this goal. This study’s findings show that a genre-based approach to 
teaching writing in Arabic (i.e., the presentation mode of communication, in ACTFL terms) that 
makes visible the typical stages and the lexico-grammatical features for each stage expected by 
that culture supported students’ writing of a culturally-informed Recount. Thus, integrating 
language and culture via the genre-based approach improved students’ Arabic Recount writing 
and met the ACTFL’s statement of philosophy.  
This finding echoes Troyan’s (2016) argument that the “genre-based approach enables a 
deeper, more culturally sensitive, and more systematic realization of the goals for foreign 
language instruction than those that are outlined in these frameworks [ACTFL proficiency 
guidelines–writing, NCSSFL-ACTFL Can-do statement, and The World-Readiness Standards for 
Learning Languages]” (p.321). A similar argument was made by Byrnes (2012) regarding the 
same documents for collegiate foreign-language education. She maintained that these 
frameworks are not enough to support students’ advanced multi-literacies development (i.e., high 
level of competency in a wide variety of genres), especially in a university department where the 
focus is on the interpretation and creation of texts. As a result, Byrnes and her colleauges (2010) 
designed and implemented a genre-based curriculum for a four-year German Literature and 
Culture university program. Both Troyan with elementary school Spanish learners and Byrnes 
with college German learners noted improvement in their students’ language development after 
the implementation of the genre-based approach. 
 Therefore, based on the findings in this current study and supported by Troyan’s and 
Byrnes’ arguments, I suggest that the functional view of genre that informs the genre-based 
approach can pave the way for the ACTFL frameworks to include the examination of language 
in its social and cultural context through a textual approach to language teaching and language 
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learning.  For example, a change in the ACTFL framework can start with describing writing 
proficiency for each level based on the different genres of that culture and their typical features. 
This description will provide a clear road map to the attainment of language proficiency that is 
much more nuanced than a mere grammatical ability devoid of cultural context since a genre is a 
linguistic realization of a culture. In the next section, I discuss possible future research in respect 
to this suggestion. 
5.2.1 Future Research on describing language proficiency and teaching Arabic, a 
diglossic language 
Looking ahead, describing different writing proficiency levels based on genres’ 
realizations requires making decisions on which genres and which features of each of these 
genres students are expected to have control of at each level of proficiency. Other decisions 
should be made about the contexts of the genres for each level. That is to say, decisions should 
be made about the content of the genres (e.g., personal daily events, historical events, or a 
scientific discovery), the audience for whom the genres are intended (e.g., a friend, newspaper 
readers, or academic readers), and the written mode of communication (e.g., a letter, an email, or 
an essay) that students are expected to know at each proficiency level.  
I acknowledge the complexity of this work. However, describing writing proficiency 
informed by genres is especially valuable for teaching Arabic, a diglossic language (Ferguson, 
1959) (i.e., a language with high and low varieties). In Arabic, the switch between the two 
varieties of the language (modern standard Arabic (MSA) for the high variety and colloquial for 
the low variety) depends on the audience of the text, the mode of writing, and content of the text. 
However, those varieties may functionally overlap (Bassiouney, 2009). Due to this dual nature of 
150 
the language code, some questions related to teaching Arabic are still being debated among 
scholars (e.g., Wahba, 2006; Younes, 2006), such as which variety (i.e., MSA or colloquial) to 
teach first? Should the two varieties be taught at the same time? How to teach the overlap of the 
two varieties? The genre-based approach and a clear description of the ACTFL proficiency based 
on genres could provide an answer to these questions and direction for teaching a diglossic 
language such as Arabic. 
This textual approach teaches literacy in writing as making linguistic choices from the 
language system in relation to the genre and the sociocultural context in which the genre occurs.  
Those choices could be either made from the MSA language networks or from the colloquial 
language networks. As a result, the genre-based approach and the description of ACTFL 
proficiency guidelines informed by genres will support teaching Arabic as it is actually used, 
rather than teaching Arabic as either the colloquial language or modern standard Arabic. It will, 
therefore, put an end to the long debated issue about which Arabic variety to teach and initiate 
the teaching of Arabic as unified Arabic. 
Teaching Arabic as unified Arabic will provide a new perspective that starts with the 
analysis of Arabic texts to identify their typical lexico-grammatical features, similar to the type 
of analysis performed on the Recount genre in this study.  Subsequently, during instruction, these 
features whether from the MSA or colloquial variety, will be made visible to students during the 
teaching/ learning cycle.  Thus, the unanswered questions on which variety of Arabic to teach 
will become: (1) What are the characteristics of the different Arabic genres?  And (2) how does 
the genre-based approach support the teaching of unified Arabic? 
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5.3 METALANGUAGE USE DURING GENRE-BASED INSTRUCTION 
5.3.1  Metalanguage: a functional concept 
The findings on the use of metalanguage during the joint construction stage of the 
teaching/learning cycle showed that students used either their own terminology to explain the 
functional meaning of their lexico-grammatical choices or SFL metalanguage (for Experiential 
metafunction). Students also were able to write Arabic texts in response to their instructor’s SFL 
metalinguistic prompts. These findings indicate that the SFL metalanguage, in conjunction with 
the students’ own unique ways of understanding this terminology, contributed to the way 
students organized their understanding of the typical features of a written Arabic Recount and 
produced one of their own. Students used their own terminology, as opposed to verbatim and 
formal SFL terminology, to describe the function of the lexico-grammar supporting what Greeno 
(2012) refers to as a functional concept as opposed to a formal definition. 
According to Greeno (2012), a functional concept is “a cognitive entity that has meaning 
in a kind of activity, in which it contributes to the way participants organize their understanding 
of what they are doing” (p. 311).  Extending Greeno’s definition to my context, the terminology 
that students used to explain their lexico-grammatical choices is the cognitive entity that made 
meaning during the activity of co-writing the Recount. This terminology supported and shaped 
their thoughts to produce a Recount with their instructor. In this respect, the functional concept 
(i.e., students’ own terminology) mediated student activity when writing the Recount. This 
explanation is supported by student production of Arabic text that contributed to the composition 
of a Recount with its expected features.  This observation explains how students understood the 
functional concept and applied it (Greeno, 2012). Even though the portability of these functional 
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concepts to other genre-based writing tasks has not been investigated in this present study, it 
would be interesting to address this question in the future (further discussed in the summary and 
future research section 5.3.3). 
5.3.2 Use of L1 for metalanguage 
During instruction, the metalanguage that related the choices of the lexico-grammar to 
their function was in English (i.e., L1) (Levine, 2012).  This instructional choice was the right 
one for the context of this study (Moore, 2013). L1 use allowed students to support their lexico-
grammatical choices by explaining the choice’s function even when they could not produce the 
exact SFL term.  That is to say, the use of L1 gave students the means to rephrase SFL terms in 
their own words (as they did for the Textual metafunction), which would not have been possible 
to do in the target language for students at the beginning level of instruction. Thus, students’ 
verbal thinking (in this case, about the functions of lexico-grammar) expressed in L1 mediated 
their understanding of the new language (Arabic) (Al Masaeed, 2016; Brooks & Donato, 1994; 
van Compernolle, 2015).   
The aim of this study was not to teach SFL metalinguistic terms; rather, it was to use a 
meaning-focused metalanguage (e.g., Moore & Schleppegrell, 2014; Schleppegrell, 2013; 
Schleppegrell, Greer, & Taylor, 2008) that would support the talk about language choices during 
the joint construction of the Recount. L1, therefore, helped to attain this purpose, which echoes 
the aim in Schleppegrell and her colleagues’ studies.  However, unlike the present study, 
Schleppegrell and her colleagues met their purpose through L2 metalanguage, but the durations 
of their studies were longer than the three-week period of this study. Therefore, it could be that 
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L2 metalanguage needs a longer time to be taught and learned, which was beyond the scope of 
this study.  
5.3.3 Summary and future research on the use of metalanguage 
The findings in this study show how metalanguage is a functional concept (Greeno, 2012) 
that students and their instructor used to organize their thoughts to jointly construct a Recount. 
The findings also show that the use of L1 supported students’ expression of the functional 
concepts that they would not have been able to express in L2 at their elementary stage of 
language proficiency. For future research, it would be interesting to investigate the potential and 
portability of these functional concepts to answer the following questions: (1) How did students 
use functional metalanguage during the teaching/learning cycle in a subsequent genre-based 
unit? (2) How do students re-interpret SFL metalanguage in functional terms? (3) How do the 
functional concepts and definitions of SFL metalanguage change over time as students encounter 
new genre?  
5.4 READING COMPREHENSION AND THE GENRE-BASED APPROACH 
The statistical quantitative analysis showed that there was no relationship between the 
students’ posttest writing scores and their reading comprehension scores. This finding reinforces 
Rose and Martin’s (2012) observation that the support for reading is marginalized or absent 
during the teaching/learning cycle and more intensive scaffolding procedures for reading 
instruction needs to be incorporated in the cycle to increase student ability to comprehend a text.   
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As a result, Rose and Martin (2012) included additional steps to the teaching/learning cycle, 
creating a new model named reading to learn. Their new model was not used during this study.  
5.4.1 Future research on reading comprehension  
Further research must expand the scope of this study to investigate the reading to learn 
model in Arabic language contexts, similar to Ramos' (2012, 2014, 2015) studies in English as a 
second language contexts. A research question to explore is what is the relationship between 
reading and writing after the “reading to learn” model is implemented in an Arabic as a less-
commonly-taught language university course?  
5.5 CONCLUDING REMARKS 
This study showed that the genre-based approach supported students’ Arabic Recount 
genre writing, contributing to the expansion of their linguistic repertoire and literacy in written 
Arabic. Based on student performance, this study identified some of the Recount features that 
required additional emphasis during instruction, such as the lexico-grammar that expresses the 
Interpersonal metafunction. This type of study can be extended to other genres to describe the 
particular challenges students encounter with different forms of writing. It can also help develop 
support for Arabic teachers to encourage student participation in writing and reading tasks in the 
different genres. Of course, this instructional remark implies that teachers need extensive 
professional development on functional analysis of language, text, and genre. One obstacle to 
moving the Arabic language teaching forward is that teachers are not equipped with the linguistic 
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knowledge that they need to analyze texts and make the language functions of texts visible to 
students in a comprehensible way. The work of (Derewianka, 1990) provides a good example of 
how elementary teachers in Australia are introduced to a functional analysis of various genre 
commonly taught in the elementary school English language arts curriculum.  
Even though the Recount genre is one of the least complex of the numerous genres that 
exist within sociocultural contexts, it is significant because it can function as an antecedent 
genre. That is, the Recount can become part of a student’s repertoire that can then be built upon 
and used to learn new genres (Devitt, 2004; Schleppegrell et al., 2014).  For example, in the 
Exposition genre, the purpose of which is to argue for a point of view and that consists of three 
stages (Thesis ^11Argumentation ^ Reiteration (Rose & Martin, 2012)), a Recount might be part 
of the Argumentation stage.   Additionally, a Recount can be part of a macro-genre, such as a 
web page, which is a combination of different genres, sometimes of different modalities (Martin 
& Rose, 2012). Thus, it would be interesting to explore whether students could transfer the 
linguistic features of the Recount genre to other genres in which the Recount functions as a part. 
For example, in the post-study survey, students expressed interest in exploring how complex 
genres, such as narrative and argumentative, work in Arabic.   
On a personal note, as the instructor and researcher in this study, I can say that genre-
based instruction with its textual approach to language teaching and learning provided me with a 
systematic way for teaching how the Recount works. This systematic view was facilitated by the 
SFL framework that equipped me with the tools (i.e., lexico-grammatical patterns realizing the 
Textual, Ideational, and Interpersonal metafunctions) and the means (i.e., metalanguage) to draw 
student attention to the features of the Arabic Recount. Students anecdotally echoed my 
                                                 
11 The symbol ^ denotes “followed by.” 
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appreciation of this approach; one student, for instance, voiced, “Now we know what we are 
doing.” As a result of this study and of students’ positive reviews and achievement, the Arabic 
language program at the university where this study took place asked me to design a genre-based 
writing syllabus for a third-year course. 
An important implication of this approach regarding teacher education is that the 
application of this method will require training teachers to unpack different genres by analyzing 
how they work. Teacher understanding of how different genres work will support shifting the FL 
teaching paradigm from emphasis on designing lessons that highlight grammar that is 
decontextualized from the sociocultural context (such as the example given in the Introduction 
chapter on p. 2) to teaching language in relation to the sociocultural and purposeful context in 






  TRANSLATION FOR STUDENT’S WRITING SAMPLE 
In the city of Pittsburgh there are four universities. The city has a lot of areas. In Oakland area, 
there is University of Pittsburgh. This university has fourteen schools. The university has a tall 
building. The tallest building of education was “Cathedral of Learning”. In the university there is 
a lot of students.  
The university also has a lot of hospitals because it is a big city. A lot of students study in the 
city in order to obtain a job at the hospitals.  
In the city the weather is very cold. The city does not have grass because of the snow.  The city 
has sunny weather sometimes but the weather is always cloudy. 
In the city is the public library. This library has books and computers.  There are restaurants 




PARTICIPANTS’ DEMOGRAPHIC SURVEY 
Please fill in the survey below: 
1) Name………………………………..  2)  Age……………. 3) Gender M/F  
4) Degree being sought     BA/ BSc      MA       PhD        
Major(s) of study………………………..………………………..    
Minor(s)……………………………………………………… Certificate(s) 
………………………..……………………………….. 
5) Languages other than English that you can speak, read, or write  
(1)…………… (2)…………………….  
6) Where do use the language (s)?    
Language 1……………………………………………................................. 
Language 2………………………………………………………………… 
7) For what purposes do you use the language (s)?  
Language 1……………………………………………...................... 
Language 2………………………………………………………….  






 CIBARA EHT ROF TXET LEDOM A ROF ELCITRA SA ELCITRA REPAPSWEN
  TNUOCER
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 ﺑﻌد وﯾﻧﺗﮭﻲ ﻗﮭوة ﺑﻔﻧﺟﺎن ﯾﺑدأ »اﻟﻣﻠك ﺣﯾﺎة ﻓﻲ ﯾوم: «»اﻟﺑرﻛﺔ« ﻓﻲ اﻓطﺎره وﯾﺗﻧﺎول اﻟﺻﺣف ﯾﻘرأ.. ﺑﺎﻛرا ﯾﺳﺗﯾﻘظ
 ! اﻟﻣﻠﻔﺎت وﺳط اﻟﻠﯾل ﻣﻧﺗﺻف
ﻛﺘﺐ: ﻣﺎھﺮ اﺑﻮ طﯿﺮ: ﯾﻘﻒ اﻟﻤﻠﻚ ﻋﺒﺪﷲ اﻟﺜﺎﻧﻲ ﻋﻠﻰ ﻣﺸﺎرف ﻋﯿﺪ ﺟﻠﻮﺳﮫ، وﻧﺤﻮ ﺳﻨﺔ ﺟﺪﯾﺪة ﻓﻲ ﻣﮭﻨﺘﮫ ﻛﻤﻠﻚ، وﻏﯿﺮ 
» اﻟﺨﺎﺻﺔ«ﻟﮫ، ﻻ ﯾﻌﺮف ﻋﻨﮫ، وﯾﺒﻘﻰ ﺟﺎﻧﺐ ﻣﺜﯿﺮ ﻟﻸھﺘﻤﺎم ﻣﻦ ﺣﯿﺎﺗﮫ، ﻣﺴﺘﻮرا، ﻻ ﯾﺮاه ﺳﻮى اﻟﺬي ﯾﻜﺘﺐ ﻋﻨﮫ ﻓﻲ ﺣﻠﮫ وﺗﺮﺣﺎ
 .وﺑﻌﺾ اﻟﻤﻘﺮﺑﯿﻦ ﻣﻨﮫ
 !ﻓﻜﯿﻒ ﯾﺒﺪأ ﻧﮭﺎر ﻋﺒﺪﷲ اﻟﺜﺎﻧﻲ، وﻛﯿﻒ ﯾﻨﺘﮭﻲ؟! ﻓﻲ أي ﺳﺎﻋﺔ ﯾﺴﺘﯿﻘﻆ اﻟﻤﻠﻚ؟! وﻣﺎذا ﯾﻔﻌﻞ ﻓﻲ ﺳﺎﻋﺎت اﻟﺼﺒﺎح اﻻوﻟﻰ؟
ﻣﻦ اﻟﻠﯿﻞ ﯾﺨﻠﺪ اﻟﻰ اﻟﻨﻮم، وﻣﺎذا ﯾﻔﻌﻞ طﻮال اﻟﻨﮭﺎر، ﻏﯿﺮ ذاك اﻟﺬي  ﻣﺘﻰ ﯾﻠﺘﻘﻲ اوﻻده؟! ﻣﺘﻰ ﯾﻀﺤﻚ وﻣﺘﻰ ﯾﻐﻀﺐ؟! ﻓﻲ أي ﺳﺎﻋﺔ
اﻟﺘﻲ ﻻ ﺗﺸﺒﻊ ﻓﻀﻮل اﻟﻨﺎس، وﻻ ﺗﺮوي ﻋﻄﺸﮭﻢ ﺣﻮل ﻣﺎ ﯾﺠﺮي ﻓﻲ ﻗﺼﺮ اﻟﺒﺮﻛﺔ، او ﻓﻲ اﻟﺪﯾﻮان » اﻟﺠﺎﻓﺔ«ﺗﻨﻘﻠﮫ اﻻﺧﺒﺎر اﻟﺮﺳﻤﯿﺔ 
؟! ﻣﻤﻦ ﯾﺘﻠﻘﻰ »اﻟﻤﻤﻠﻜﺔ اﻟﺴﻌﯿﺪة«ﻲ اﻟﻤﻠﻜﻲ اﻟﮭﺎﺷﻤﻲ.. ﺛﻢ ھﻞ ﯾﻘﺮأ اﻟﻤﻠﻚ رﺳﺎﺋﻞ اﻟﻨﺎس؟! وﻛﯿﻒ ﯾﺘﻠﻘﻰ ﻣﻌﻠﻮﻣﺎﺗﮫ ﺣﻮل ﻣﺎ ﯾﺠﺮي ﻓ
 !اﻟﻤﻜﺎﻟﻤﺎت اﻟﮭﺎﺗﻔﯿﺔ؟! وھﻞ ﺿﯿﻊ اﻟﻤﻠﻚ ﻟﻤﺴﺎﺗﮫ اﻻﻧﺴﺎﻧﯿﺔ اﻟﺘﻲ ﻋﺮف ﺑﮭﺎ، وﻋﺮﻓﮭﺎ اﻟﺬﯾﻦ ﻋﺎﺷﻮا ﻣﻌﮫ ﺣﯿﺎﺗﮫ اﻟﻌﺴﻜﺮﯾﺔ واﻟﻤﺪﻧﯿﺔ؟
ﻓﻲ ذﻛﺮى ﺟﻠﻮس اﻟﻤﻠﻚ ﻋﻠﻰ اﻟﻌﺮش، ﺗﺤﺎول ان ﺗﺼﻒ ﯾﻮﻣﺎ ﻓﻲ ﺣﯿﺎة ﻣﻠﻚ ﻣﻤﻠﻜﺔ ﺗﺤﯿﻂ ﺑﮭﺎ اﻟﺼﻌﺎب واﻻﻧﻮاء، ﻓﻤﺎ » اﻟﺪﺳﺘﻮر »




 ﯾﺴﺘﯿﻘﻆ اﻟﻤﻠﻚ ﻣﺒﻜﺮا
ﻣﻌﮫ، ﯾﻮﻣﮫ ﯾﺒﺪأ ﺑﻔﻨﺠﺎن ﻗﮭﻮة ﻋﺮﺑﯿﺔ، ﻟﻜﻨﮫ ﯾﻔﻀﻞ ﻓﻲ اﻻﻏﻠﺐ اﻟﻘﮭﻮة ﺳﺮﯾﻌﺔ » ﻗﺼﺮ اﻟﺒﺮﻛﺔ«ﯾﺴﺘﯿﻘﻆ اﻟﻤﻠﻚ ﺑﺎﻛﺮا، وﯾﺴﺘﯿﻘﻆ 
اﻟﺼﺒﺎح اﻟﺒﺎﻛﺮ، ﯾﻘﺮأ اﻻردﻧﯿﺔ ﻣﻨﮭﺎ، ﺛﻢ  اﻟﺬوﺑﺎن، ﻋﯿﻨﺎن ﺗﻤﺮ ﻋﺠﻠﻰ ﻋﻠﻰ ﻋﻨﺎوﯾﻦ اﻟﺼﺤﻒ اﻟﻤﺤﻠﯿﺔ، اﻟﺘﻲ ﺗﺼﻞ اﻟﻘﺼﺮ ﯾﻮﻣﯿﺎ وﻣﻨﺬ
اﻟﻌﺮﺑﯿﺔ، وﻟﮫ ﻋﺎدة ﻓﻲ ﻗﺮاءة ﯾﻮﻣﯿﺔ ﻟﺒﻌﺾ اﻟﺼﺤﻒ اﻟﻤﻄﺒﻮﻋﺔ ﺑﺎﻟﻠﻐﺔ اﻻﻧﺠﻠﯿﺰﯾﺔ، ﯾﻐﺮس ﻗﻠﻤﮫ ﻋﻠﻰ اﻋﻤﺪة اﻟﺠﺮاﺋﺪ، ﯾﺴﻄﺮ ﺗﺤﺖ 
ﮫ اﻟﻜﻼم، واﺣﯿﺎﻧﺎ ﯾﻜﺘﺐ ﻣﻼﺣﻈﺔ ﺳﺮﯾﻌﺔ ﻋﻠﻰ ورﻗﺔ، او ﻋﻠﻰ ﻣﻔﻜﺮﺗﮫ اﻟﺨﺎﺻﺔ، اﻟﺘﻲ ﺗﻨﺘﻘﻞ ﻣﻌﮫ ﻣﻦ ﻣﻜﺎن اﻟﻰ ﻣﻜﺎن، ﻓﻲ ﺣﻘﯿﺒﺘ
اﻟﺨﺎﺻﺔ اﻟﺘﻲ ﺗﺤﻮي أھﻢ اوراﻗﮫ، وﯾﻜﻤﻞ ﺗﻠﻚ اﻟﻘﺮاءات ﺑﺎﻻطﻼع ﻋﻠﻰ اﻟﺘﻘﺮﯾﺮ اﻻﻋﻼﻣﻲ اﻟﯿﻮﻣﻲ اﻟﻤﻌﺪ ﻓﻲ اﻟﻘﺼﺮ اﻟﻤﻠﻜﻲ ﺑﺎﻟﻠﻐﺘﯿﻦ 
اﻟﻌﺮﺑﯿﺔ واﻻﻧﺠﻠﯿﺰﯾﺔ، واﺣﯿﺎﻧﺎ، ﯾﻄﻠﺐ اﺻﻞ ﻣﺎدة ﺻﺤﺎﻓﯿﺔ، ﺑﻌﺪ ان اﺛﺎره ﻣﻠﺨﺼﮭﺎ ﻟﺴﺒﺐ او آﺧﺮ، واﺣﯿﺎﻧﺎ، ﻻ ﯾﺠﺪ وﻗﺘﺎ ﻟﻼطﻼع 
 . وﻗﺖ ﻣﺘﺄﺧﺮ ﺟﺮاء اﻧﺸﻐﺎﻟﮫ ﻋﻠﻰ ﻣﻀﻤﻮن اﻟﺘﻘﺮﯾﺮ اﻻ ﻓﻲ
ﺑﻌﺪھﺎ، ﯾﻨﺼﺮف اﻟﻰ اداء ﺗﻤﺎرﯾﻦ رﯾﺎﺿﯿﺔ ﻣﺤﺪودة ﻓﻤﺎ ﻋﺎد وﻗﺖ اﻟﻤﻠﻚ ﯾﺴﻤﺢ ﻟﮫ ﺑﻤﻤﺎرﺳﺔ رﯾﺎﺿﺎت اﺧﺮى، ﻛﺎن ﻣﻮﻟﻌﺎ ﺑﮭﺎ، ﻛﻤﺎ 
 .ﻛﺎن واﻟﺪه ﻣﻦ ﻗﺒﻠﮫ، ﻣﺜﻞ ﺳﺒﺎﻗﺎت اﻟﺴﺮﻋﺔ ﻟﻠﺴﯿﺎرات اﻟﺮﯾﺎﺿﯿﺔ، ﻏﯿﺮ ان رﯾﺎﺿﺔ اﻟﺤﻜﻢ ھﻲ اﻻﻛﺜﺮ ﻣﺸﻘﺔ
ﻜﺔ راﻧﯿﺎ، اﻻ اذا ﻏﺎدر اﻟﻤﻠﻚ ﯾﻮﻣﮭﺎ ﻓﺠﺮا ﻟﻠﻤﺸﺎرﻛﺔ ﻓﻲ ﻣﻨﺎورة ﻋﺴﻜﺮﯾﺔ، اﻻﻓﻄﺎر ﻣﻊ اﻟﻤﻠﻜﺔ، اﻻﻓﻄﺎر ﻓﻲ اﻏﻠﺐ اﻻﺣﯿﺎن ﻣﻊ اﻟﻤﻠ
وﺑﻌﺪھﺎ ﯾﻐﺎدر اﻟﻤﻠﻚ اﻟﻰ ﻣﻜﺘﺒﮫ ﻓﻲ اﻟﺪﯾﻮان اﻟﻤﻠﻜﻲ اﻟﮭﺎﺷﻤﻲ، اﺣﯿﺎﻧﺎ ﻋﺒﺮ طﺎﺋﺮة ھﻠﯿﻮﻛﺒﺘﺮ واﺣﯿﺎﻧﺎ ﻋﺒﺮ ﻣﻮﻛﺐ ﺳﯿﺎرات، وﻻ ﯾﺠﺪ 
ﻨﺎس ﻏﺎﻟﺒﺎ ﻓﻲ اﻟﻤﻨﻄﻘﺔ اﻟﻤﻤﺘﺪة ﻣﻦ اﻟﮭﺎﺷﻤﯿﺔ، ﻣﺮورا ﺑﺎﺷﺎرة ﺳﯿﺪ ﻗﺼﺮ رﻏﺪان ﺣﺮﺟﺎ ﻓﻲ اﻟﻮﻗﻮف ﻋﻨﺪ اﺷﺎرات اﻟﻤﺮور، ﯾﺮاه اﻟ
ﺧﻠﺪا اﻟﻀﻮﺋﯿﺔ، اﻟﺸﺎھﺪة ﻋﻠﻰ اﻟﺘﺰام اﻟﻤﻠﻚ ﺑﻘﺎﻧﻮن اﻟﺴﯿﺮ، وﺣﺘﻰ ﻧﻘﻄﺔ وﺻﻮﻟﮫ، دون ارھﺎب او ﺗﺮھﯿﺐ ﻓﻲ اﻟﺸﻮارع ﺟﺮاء ﻣﺮور 
 . ﻓﻲ ﺑﻠﺪ ﻻ ﯾﺨﺎف ﻓﯿﮫ اﻟﻤﻠﻚ ﻣﻦ اﻟﻨﺎس، ﻓﮭﻢ ﻋﯿﻮﻧﮫ وﺳﯿﺎج اﻟﻌﺮش» اﻟﻤﻮﻛﺐ اﻟﻤﻠﻜﻲ«
ﻰ اﻟﻤﻠﻚ وھﻮ ﻓﻲ ﺳﯿﺎرﺗﮫ، ﯾﻠﻮﺣﻮن ﺑﺄﯾﺪﯾﮭﻢ، ﯾﺮد ﻋﻠﯿﮭﻢ، وﻓﻲ ﻗﻠﺒﮫ أﻟﻢ ﻣﻦ اﺟﻞ طﻤﻮﺣﺎت ﺷﻌﺒﮫ واﻟﺘﻲ ﯾﺮﻏﺐ ﯾﻨﻈﺮ اﻻردﻧﯿﻮن اﻟ
ﺑﺘﺤﻘﯿﻘﮭﺎ، ﻣﻦ ﺗﺤﺪﯾﺚ ﺣﯿﺎة اﻟﻨﺎس ﻓﻲ اﻟﺒﻮادي ﻣﺜﻠﻤﺎ ﻗﺼﺪ ﻓﻲ زﯾﺎراﺗﮫ اﻟﻰ ﺛﻼث ﺑﻮادي ﻓﻲ اﻻﻣﺲ اﻟﻘﺮﯾﺐ، وﺣﯿﻦ اطﻠﻖ ﻣﺼﻄﻠﺢ 
ﺜﯿﺮ اﻟﻤﻠﻚ ﻓﮭﻢ اﻓﻜﺎره ﺑﺸﻜﻞ ﻻ ﯾﺮﯾﺪه، ﻓﺘﻨﻤﯿﺔ اﻟﻌﺸﯿﺮة وﺗﻘﻮﯾﺘﮭﺎ ﻓﻲ ﻋﺒﺮ ﺗﺤﺪﯾﺚ ﺣﯿﺎة اﻟﻨﺎس وﺗﺸﻐﯿﻠﮭﻢ، ﻓﯿﻤﺎ ﯾ» ﺗﻘﻮﯾﺔ اﻟﻌﺸﯿﺮة«
اﻟﺒﻮادي ﻛﺎن ﻣﻘﺼﻮدا ﺑﮫ ﺣﺚ اﻟﻨﺎس ﻋﻠﻰ اﻟﺘﻌﻠﯿﻢ واﻟﻌﻤﻞ اﻟﺤﺮﻓﻲ واﻟﺘﺨﻠﻲ ﻋﻦ ﻓﻜﺮة ان اﻟﺪوﻟﺔ ھﻲ اﻟﻤﻌﯿﻞ ﻟﻜﻞ واﺣﺪ. وﻓﻲ اﺣﯿﺎن 
ﺋﻖ واﻻوراق اﻟﺤﺴﺎﺳﺔ ﻓﻲ ﻣﻜﺘﺒﮫ ﻓﻲ ﻛﺜﯿﺮة ﯾﺘﺤﻮل ﻗﺼﺮ اﻟﺒﺮﻛﺔ اﻟﻰ ورﺷﺔ ﻋﻤﻞ، ﻓﯿﻤﺎ اﻟﻔﺎﻛﺲ اﻟﺨﺎص ﻟﻠﻤﻠﻚ ﯾﺘﻠﻘﻰ ﻓﯿﻀﺎ ﻣﻦ اﻟﻮﺛﺎ
ﺣﯿﺚ ﯾﻘﯿﻢ، واﺣﯿﺎﻧﺎ ﯾﺼﻞ اﻟﻤﺴﺆوﻟﻮن ﻟﻤﻘﺎﺑﻠﺔ اﻟﻤﻠﻚ، ﻋﺒﺮ طﺮﯾﻖ ﺧﻀﺮاء ﺷﺠﺮﯾﺔ، وﻓﻲ ﺣﻮزﺗﮭﻢ ﻣﻠﻔﺎت ﻟﺨﻄﺔ او » ﻗﺼﺮ اﻟﺒﺮﻛﺔ«
ﻗﻀﯿﺔ ﯾﻌﻤﻞ ﻋﻠﻰ ﺑﻠﻮرﺗﮭﺎ وﺗﻨﻔﯿﺬھﺎ، ﻓﯿﻤﺎ اﻣﺴﻰ اﻟﻤﻠﻚ ﯾﻔﻀﻞ ان ﺗﺄﺗﯿﮫ اﻻﻗﺘﺮاﺣﺎت ﻣﻦ ﻣﺴﺘﺸﺎرﯾﮫ ﻣﻜﺘﻮﺑﺔ، ﻣﺒﺮرة، ﻣﻔﺴﺮة، ﺑﻌﺪ ان 
 . ﺖ ھﺬه اﻻﻗﺘﺮاﺣﺎت ﺗﺄﺗﻲ اﺣﯿﺎﻧﺎ ﺷﻔﻮﯾﺔ ﻣﻦ اﻟﻤﻘﺮب او اﻟﻤﺴﺘﺸﺎر، او ﻣﻜﺘﻮﺑﺔ اﺣﯿﺎﻧﺎ اﺧﺮىﻛﺎﻧ
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وﺗﺎرة، ﺗﺤﺎﺻﺮ اﻟﻤﻮاﻋﯿﺪ اﻟﻤﻠﻚ ﻓﻲ ﻣﻘﺮ اﻗﺎﻣﺘﮫ، ﯾﺴﺘﻘﺒﻞ ﺿﯿﻮﻓﮫ، وﺣﺘﻰ اوﻟﺌﻚ اﻟﺬﯾﻦ ﯾﻄﻠﺒﻮن ﻣﻨﮫ ﻣﻮﻋﺪا ﻟﻮﺿﻌﮫ ﻓﻲ اﺟﻮاء ﻣﺎ ﯾﺪور 
ﯾﺮد طﺎرﻗﺎ ﻋﻠﻰ ﺑﺎﺑﮫ، ﻓﮭﻮ ﻗﺼﺮ ﻟﻠﻤﻠﻚ واﻟﺮﻋﯿﺔ ﻓﻲ آن  او ﺗﻘﺪﯾﻢ ﻣﻌﻠﻮﻣﺎت ﺣﻮل ﺷﺄن ﻣﮭﻢ، وﻗﺼﺮ اﻟﺒﺮﻛﺔ ﻻ» اﻟﺒﻠﺪ«وﯾﺠﺮي ﻓﻲ 
 .«ﻣﻌﺎ
ﯾﺼﻞ اﻟﻤﻠﻚ اﻟﻰ دﯾﻮاﻧﮫ، ﯾﻄﻠﻊ اﻟﻨﮭﺎر اﻟﺴﯿﺎﺳﻲ ﻋﻠﻰ ﻣﻤﻠﻜﺘﮫ، وﯾﺪور اﻟﻜﻼم، وﺗﺘﺨﺬ اﻟﻘﺮارات، ﯾﺪور اﻟﮭﻤﺲ ﺑﯿﻦ اﻟﻤﺴﺘﺸﺎرﯾﻦ 
اﻧﺘﻈﺎره، وﯾﺒﺪأ ﯾﻮم  ﻋﻨﺪ ﻣﺪﺧﻞ اﻟﻘﺼﺮ ﯾﻜﻮن رﺋﯿﺲ دﯾﻮاﻧﮫ وﻛﺒﺎر ﻣﺴﺘﺸﺎرﯾﮫ ﻓﻲ».. وﺻﻞ ﺳﯿﺪﻧﺎ«وﻣﻮظﻔﻲ اﻟﺘﺸﺮﯾﻔﺎت واﻻﻋﻼم.. 
اﻟﻤﻠﻚ ﯾﺘﻮزع ﻋﻠﻰ اوﻟﻮﯾﺎت ﻋﺪة ﻣﺎ ﺑﯿﻦ ﻗﺮاءة ﻣﻠﻒ ﻣﮭﻢ، او اﻻطﻼع ﻋﻠﻰ ﺗﻘﺮﯾﺮ ﺣﺴﺎس، او ﻣﺘﺎﺑﻌﺔ رﺳﺎﻟﺔ، اوﻗﺮاءة ﻣﺬﻛﺮة 
ﺳﻄﺮھﺎ اﺣﺪ ﻣﺴﺘﺸﺎرﯾﮫ ﻟﯿﻮﻗﻊ ﻋﻠﯿﮭﺎ ﻗﺎﺑﻼ ﺑﮭﺎ او راﻓﻀﺎ ﻣﺎ ﻓﯿﮭﺎ، وﻏﺎﻟﺒﯿﺔ اﻻﻗﺘﺮاﺣﺎت اﻟﺘﻲ ﺗﺼﻠﮫ ﺑﺸﺄن ﻋﻮام اﻟﻨﺎس، ﯾﺒﺎرﻛﮭﺎ، وﻻ 
ﺎ ﺧﺎﺋﺒﯿﻦ، وﺗﻨﮭﻤﺮ اﻟﻤﻮاﻋﯿﺪ، وﻣﺎ ﺑﯿﻦ اﻟﻤﻮﻋﺪ واﻟﻤﻮﻋﺪ، ﻣﻮﻋﺪ آﺧﺮ، وﻛﻼم وھﻤﻮم اﻟﺪاﺧﻞ واﻟﺨﺎرج ﺗﻨﺰل ﻋﻠﻰ اﻟﻜﻼم ﯾﺮد اﺻﺤﺎﺑﮭ
ﺑﯿﻦ اﻟﻤﻠﻚ وﻣﻦ ﺣﻮﻟﮫ، ﻓﻲ ﺟﻠﺴﺎت ﺗﻀﻢ ﺷﺨﺼﺎ او ﺷﺨﺼﯿﻦ، واﺣﯿﺎﻧﺎ اﻟﺼﻒ اﻻول ﻓﻲ اﻟﻘﺼﺮ اﻟﻤﻠﻜﻲ، ﻛﻠﮫ، واﺣﯿﺎﻧﺎ ﺑﻮﺟﻮد وزﯾﺮ 
 .او ﻣﺴﺆول
 
 ﻗﻨﻮات ﺳﺮﯾﺔ *
وھﻲ ﻗﺪرﺗﮫ ﻋﻠﻰ اﻻﺳﺘﻤﺎع واﻻﺳﺘﯿﻌﺎب وھﻮ طﻮﯾﻞ اﻻﻧﺎة، رﺣﺐ اﻟﺼﺪر، ﯾﻤﻨﺢ ﻣﻦ ﻻ ﯾﻌﻤﻞ ﻓﺮﺻﺔ ﺣﺘﻰ  وﻣﯿﺰة ﺗﺤﻜﻰ ﻋﻦ اﻟﻤﻠﻚ،
ﯾﻌﻤﻞ، ﻓﺎذا ﻟﻢ ﯾﻨﺠﺢ ﺷﺎء ﷲ اﻣﺮا ﻛﺎن ﻣﻔﻌﻮﻻ، وان اﻋﺠﺒﮫ رأي اﺧﺬ ﺑﮫ ﻣﻦ دون ﻣﻜﺎﺑﺮة، وﻛﻤﺎ ﯾﺴﻤﻊ ﯾﺤﺐ ان ﯾﺴﺘﻤﻊ ﻟﮫ، واﻟﻨﻘﺎش 
ﻣﻦ اﻗﺎوﯾﻞ وﺗﻜﮭﻨﺎت » اﻟﺒﻠﺪ«اﻟﺠﺎﻟﺴﯿﻦ ﺑﻤﻌﺮﻓﺘﮫ ﻛﻞ ﻣﺎ ﯾﺠﺮي ﻓﻲ ﻓﻲ ﺣﻀﺮة اﻟﻤﻠﻚ ﺗﻤﯿﺰه اﻟﺠﺪة واﻟﺮﺻﺎﻧﺔ، واﺣﯿﺎﻧﺎ، ﯾﻔﺎﺟﻰء 
او ﻣﺎ ﻗﺎﻟﮫ ﻣﺴﺆول، او ﺗﻘﺼﯿﺮ ھﺬا او ذاك ﺑﺎﻟﺬي طﻠﺒﮫ اﻟﻤﻠﻚ، اﺣﯿﺎﻧﺎ، ﻛﺎﻟﺘﻘﺮﯾﺮ اﻟﺬي وﻋﺪ » رأي اﻟﻨﺎس«واﺷﺎﻋﺎت، واطﻼﻟﺘﮫ ﻋﻠﻰ 
ﺮة وﻛﺒﯿﺮة، واﺷﺎرات وﺗﻮارﯾﺦ ﺑﮫ وزراء أن ﯾﻘﺪﻣﻮه ﺣﻮل اﻧﺠﺎزات وزاراﺗﮭﻢ ﻛﻞ ﺛﻼﺛﺔ اﺷﮭﺮ، ﻓﯿﻤﺎ ﻣﻔﻜﺮة اﻟﻤﻠﻚ ﺗﺤﻮي ﻛﻞ ﺻﻐﯿ
ﺳﺎﺋﻼ ﻣﺘﺴﺎﺋﻼ.. ﻋﻦ اﻟﺬي » اﻟﺘﺎرﯾﺦ اﻟﻤﻨﺘﻈﺮ«ﺣﻮل ﺗﻌﮭﺪات ﻟﻤﺴﺆوﻟﯿﻦ، وﻣﻄﺎﻟﺐ طﻠﺒﮭﺎ اﻟﻤﻠﻚ، ﻟﯿﻔﺎﺟﺄ ھﺆﻻء ﺑﺎﻟﻤﻠﻚ ﯾﻌﻮد اﻟﯿﮭﻢ ﻓﻲ 
وﻣﻦ ﺣﻮﻟﮫ ﻻ ﯾﺴﺘﻄﯿﻌﻮن اﻻدﻋﺎء داﺋﻤﺎ ﺑﺄﻧﮭﻢ ﯾﻌﺮﻓﻮن ﻣﺎذا ﯾﺨﻄﻂ وﺑﻤﺎذا ﯾﻔﻜﺮ.. » ﺻﺎﺣﺐ ﻣﻔﺎﺟﺂت«اﻧﺠﺰ ﻓﻌﻠﯿﺎ. ﻏﯿﺮ اﻧﮫ ﯾﺒﻘﻰ 
ﯾﺠﻤﻊ اﻟﻤﻼﺣﻈﺎت، اﻟﻤﻼﺣﻈﺔ ﺗﻠﻮ اﻟﻤﻼﺣﻈﺔ، ﺣﻮل اداء اﻟﻤﺴﺆول، ﺣﺘﻰ ﯾﻈﻦ اﻟﻤﺴﺆول، ان اﻻﺧﻄﺎء » اﻟﻨﻮع اﻟﻜﺘﻮم«ھﻮ ﻣﻦ و
ﺗﻤﺮ ﺳﺮﯾﻌﺎ، ﻓﯿﻤﺎ اﺛﺒﺘﺖ ﻗﺼﺺ ﻛﺜﯿﺮة، ان ﻋﻨﻔﻮان اﻟﻤﻠﻚ وﻋﺴﻜﺮﯾﺘﮫ وﻗﻮﺗﮫ ﻓﻲ ﺑﺎطﻨﮭﺎ، ھﺪوء ﻛﮭﺪوء اﻟﺒﺤﺮ، ﻣﺎ ﯾﻠﺒﺚ اﻻ وﯾﻨﻘﻠﺐ، 
ﯾﺎ ﺳﯿﺪي ﻣﺎذا ﺳﻨﻔﻌﻞ ﻓﻲ ﻣﺸﺮوع ﻣﺪﯾﻨﺔ ﻋﻤﺎن «، وذات ﻣﺮة ﺳﺄﻟﮫ اﺣﺪھﻢ ﺑﻘﻮﻟﮫ.. ﺣﯿﻦ ﯾﻔﯿﺾ ﺑﺌﺮ اﻟﻤﻠﻚ ﻏﻀﺒﺎ ﺟﺮاء اي ﺗﻘﺼﯿﺮ
 .. ﻓﺮد اﻟﻤﻠﻚ ﺑﻘﻮﻟﮫ ﻓﻲ ذات اﻟﺠﻠﺴﺔ».. اﻻﻋﻼﻣﯿﺔ
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وھﻮ ﯾﻌﻠﻖ ﺑﻤﺮارة ﺟﺮاء ﺗﻀﯿﯿﻊ اﻻﻓﻜﺎر اﻟﺠﻤﯿﻠﺔ وﺗﺒﺪﯾﺪھﺎ ﻓﯿﻤﺎ ﺣﻮﻟﻨﺎ ﯾﺮﻗﺒﻮن اﻟﻤﺸﮭﺪ، وﯾﻨﺘﺰﻋﻮن ﺑﺬﻛﺎء ».. ھﯿﻮ، ﺻﺎر ﻓﻲ دﺑﻲ »
 .اﺟﻤﻞ ﻣﺎ ﻓﯿﮫ
ﻟﻤﻠﻚ، ﺻﺎﺣﺐ ﻣﻔﺎﺟﺂت، وﻣﻦ ﺣﻮﻟﮫ ﻻ ﯾﺴﺘﻄﯿﻌﻮن اﻻدﻋﺎء ﺑﺄﻧﮭﻢ ﯾﻌﺮﻓﻮن داﺋﻤﺎ ﻣﺎذا ﯾﺨﻄﻂ، وھﻮ ﺷﺨﺺ ﻋﻤﻠﻲ، وﻛﻤﺎ ﻗﻠﺖ ﯾﺒﻘﻰ ا
ﺗﺮﺑﻄﮫ ﺑﺸﺒﺎب » ﻗﻨﻮات ﺳﺮﯾﺔ«ﺑﻞ ﺗﻌﺐ وﺷﻘﺎء، ﻟﯿﻞ ﻧﮭﺎر، ﻣﻦ أﺟﻞ اﻟﻨﺎس، وھﻮ اﻟﺬي ﯾﻌﺘﻤﺪ ﻋﻠﻰ » اﻟﺤﻜﻢ ﻟﯿﺲ وﺟﺎھﺔ«ﯾﺆﻣﻦ ان 
ﻟﯿﺐ ﻣﻜﺘﻮﻣﺔ وﻏﯿﺮ ﻣﺘﻮﻗﻌﺔ، وﻻ ﯾﺒﻘﻰ اﻟﻌﺮش ﻣﻠﻮﻧﺎ ﺑﻤﺎ ﯾﺮﯾﺪه ھﺬا او اﻟﻌﮭﺪ اﻟﺠﺪﯾﺪ، ورﺟﺎﻻﺗﮫ، ﻓﺘﺘﺪﻓﻖ ﻋﻠﯿﮫ اﻟﻤﻌﻠﻮﻣﺎت ﯾﻮﻣﯿﺎ ﺑﺄﺳﺎ
ذاك، ﻓﻤﻊ ﺣﻖ اﻻﺗﺼﺎل اﻟﮭﺎﺗﻔﻲ اﻟﺬي ﻣﻨﺤﮫ اﻟﻤﻠﻚ ﻟﻠﻤﺌﺎت، وﻓﺮ اﻟﻤﻠﻚ وﺳﺎﺋﻞ اﺧﺮى ﺣﺘﻰ ﺗﺘﺪﻓﻖ ﻋﻠﯿﮫ اﻟﻤﻌﻠﻮﻣﺎت واﻟﻮﺛﺎﺋﻖ 
ﻠﻤﻠﻚ اﻟﻒ ﻋﯿﻦ ﻓﻲ ﺳﻤﺎء ﻋﻠﯿﮫ ان ﯾﻌﺘﺮف ﺑﺄن ﻟ» اﻟﻘﺼﺮ اﻟﻤﻠﻜﻲ«واﻟﺪراﺳﺎت واﻟﻤﺬﻛﺮات ﺣﻮل ﻗﻀﺎﯾﺎ ﻣﺨﺘﻠﻔﺔ، وﻣﻦ ﯾﻌﺮف اﺳﺮار 
وھﻲ ﻋﯿﻮن ﻣﺴﺘﻮرة، ﻻ ﺗﺘﻮﻗﻊ اﻟﻜﺜﺮة ان ھﺬا ھﻮ دورھﺎ، اذ ﻻ وظﯿﻔﺔ رﺳﻤﯿﺔ ﻟﮭﺎ، وﻻ ﻣﺨﺼﺼﺎت ﺷﮭﺮﯾﺔ » اﻟﻤﻤﻠﻜﺔ اﻟﺮاﺑﻌﺔ«
ﺗﺼﻠﮭﺎ، وﻓﻲ اﻟﻤﺤﺼﻠﺔ ﻓﺎن اﻟﻤﻠﻚ ﯾﺤﻤﻲ ﺷﻌﺒﮫ وﺑﻼده ﻗﺒﻞ ان ﯾﻜﻮن ﻣﺸﻐﻮﻻ ﺑﻨﻔﺴﮫ وﻋﺮﺷﮫ، ﻏﯿﺮ ان ھﺪوءه طﺎﻟﻤﺎ اﺷﻌﺮ ﻣﻦ 
ﻋﻦ اﻟﻤﻮﺿﻮع او اﻟﻘﺼﺔ ﻷول ﻣﺮة، ﻓﯿﻤﺎ ھﻮ ذھﻨﯿﺎ ﯾﻄﺎﺑﻖ اﻟﻤﻌﻠﻮﻣﺎت اﻟﺘﻲ ﻟﺪﯾﮫ ﻣﻊ ﻣﺎ ﯾﺴﻤﻊ، ﯾﻘﺎرﻧﮭﺎ، اﻣﺎﻣﮫ، ﺑﺄن اﻟﻤﻠﻚ ﯾﺴﻤﻊ 
 .ﯾﺼﻞ اﻟﻰ اﻟﺼﺤﯿﺢ ﺑﻄﺮﯾﻘﺘﮫ اﻟﺨﺎﺻﺔ
 
 ﺑﺮﻧﺎﻣﺞ ﺣﺘﻰ اﻟﻌﺼﺮ *
 ﻛﺜﯿﺮا ﻣﺎ ﯾﻐﺎدر اﻟﻤﻠﻚ دﯾﻮاﻧﮫ، ﻋﻠﻰ ﻏﯿﺮ ﺗﺮﺗﯿﺐ ﻣﺴﺒﻖ، ﯾﻜﻮن اﺣﺪ اﻟﻤﻘﺮﺑﯿﻦ ﻣﻨﮫ ﻋﺎرﻓﺎ ﺑﺴﺮ اﻟﻤﻠﻚ ذاك اﻟﻨﮭﺎر، ﯾﻐﺎدر اﻟﻤﻠﻚ ﻋﻠﻰ
ﻏﯿﺮ ﺗﺮﺗﯿﺐ ﻣﺴﺒﻖ ﻓﯿﺰور ﻣﺴﺘﺸﻔﻰ او ﻣﺆﺳﺴﺔ ﻟﺘﻔﻘﺪ اﺣﻮاﻟﮭﺎ، ﻣﻦ ﺣﻮﻟﮫ ﻣﻦ اﺷﻘﺎﺋﮫ ﻻ ﯾﺨﻔﻮن ﻋﻨﮫ ﺻﻐﯿﺮة او ﻛﺒﯿﺮة، وﻣﻌﮭﻢ ﺗﻠﻚ 
اﻟﺘﻲ ﻻ ﯾﻌﺮف ﻋﻨﮭﺎ اﻟﻨﺎس، وﻻ ﺗﻌﺮف ذات اﻟﻘﻨﻮات ﻋﻦ ﺑﻌﻀﮭﺎ اﻟﺒﻌﺾ، وﻛﻠﻨﺎ ﯾﻌﺮف زﯾﺎراﺗﮫ اﻟﻤﺘﻜﺮرة » اﻟﻘﻨﻮات اﻟﻤﻜﺘﻮﻣﺔ«
ﻒ ﻋﻠﻰ اﻟﺘﻘﺼﯿﺮ، وﺳﺎءه ﻓﻲ اﻟﺰﯾﺎرات اﻟﻤﺘﻜﺮرة ان ادارة ھﺬا اﻟﻤﺴﺘﺸﻔﻰ، اﻟﻘﺪﯾﻤﺔ، اﻟﻰ ﻣﺴﺘﺸﻔﻰ اﻟﺒﺸﯿﺮ، ﺣﯿﻦ زاره ﻣﺮارا ﻓﻮﻗ
ﻓﺸﻠﺖ ﻓﻲ ﺗﺤﺴﯿﻦ اوﺿﺎﻋﮫ، ﻓﺄوﻋﺰ ﺑﺎﻗﺼﺎء اﻟﻤﺪﯾﺮ وطﺎﻗﻢ ﻣﻦ اﻟﻌﺎﻣﻠﯿﻦ ﻓﯿﮫ، واﺳﺘﺒﺪﻟﮭﻢ ﺑﺠﮭﺎز اداري ﺟﺪﯾﺪ، واﺷﺮف ﺑﻨﻔﺴﮫ ﻻﺷﮭﺮ 
ﻜﻠﻒ اﻻردﻧﻲ، وﻟﯿﺲ اﺣﺐ اﻟﻰ ﻗﻠﺐ اﻟﻤﻠﻚ ﻣﻦ ان ﻋﺪﯾﺪة ﻋﻠﻰ ﻣﺮاﻗﺒﺔ ﻣﺎ ﺗﻢ ﺗﺤﺴﯿﻨﮫ ﻓﻲ ھﺬا اﻟﻤﺴﺘﺸﻔﻰ اﻟﺬي ﯾﻨﻔﻖ ﻋﻠﯿﮫ ﻣﻦ ﻣﺎل اﻟﻤ
ﯾﻄﻠﻊ ﻋﻠﻰ رﺳﺎﺋﻞ ﻣﻮاطﻨﯿﮫ، ﻻ ﺗﻔﻮﺗﮫ واﺣﺪة، وﺑﺮﯾﺪ اﻟﻤﻠﻚ ﻓﯿﮫ ﻋﺸﺮات اﻟﺮﺳﺎﺋﻞ، ﯾﻘﺮأھﺎ ﺑﺘﻤﮭﻞ وﺑﺘﺄن، ﻓﮭﻲ ﻧﺒﺾ اﻟﺮﻋﯿﺔ، ﯾﻠﻤﺴﮫ 
ت ﻣﻦ ﻣﺨﺎطﺒﺔ ﻣﻮاطﻨﯿﮫ ﻟﮫ ﻣﻦ دون ﺗﻜﻠﻒ، ﯾﺸﻜﻮن، ﯾﺸﺘﻜﻮن، ﯾﻌﺮﺿﻮن وﯾﻄﻠﺒﻮن، وﻛﺜﯿﺮا ﻣﺎ اﻟﺘﻘﻂ ﻓﻲ ﺗﻠﻚ اﻟﺮﺳﺎﺋﻞ ﺣﻜﺎﯾﺎ
 :ﻣﺆﺛﺮة، ﻛﺤﻜﺎﯾﺔ اﺑﻦ ﺷﮭﯿﺪ ﻣﻦ ارﺑﺪ، ﻛﺘﺐ ﻟﻠﻤﻠﻚ ﺑﺤﺴﺮة ﻗﺎﺋﻼ
ﻣﺸﺘﻜﯿﺎ ﺑﺤﺴﺮة وأﻟﻢ ﻣﻦ ﺣﺎﻟﮫ وﺣﺎل اﺳﺮﺗﮫ، ﻓﻤﺎ ﻛﺎن ﻣﻦ اﻟﻤﻠﻚ اﻻ ان اﻛﺮﻣﮫ ﻣﺎﻟﯿﺎ، ﻷﻛﺜﺮ ﻣﻦ ﻣﺮة، » ﻗﺒﺮ اﺑﻲ اﻟﺸﮭﯿﺪ ﻟﻠﺒﯿﻊ.. »
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وﻟﮭﺎ ﺣﻜﺎﯾﺔ روﺗﮭﺎ ﻟﻠﻤﻠﻚ ﻓﻲ » ﻓﻀﺔ«واﺻﻄﺤﺒﮫ اﻟﻰ اﻟﻌﻤﺮة ﻋﻠﻰ ﺣﺴﺎﺑﮫ، وﻣﺜﻞ ھﺬا، ﺗﺄﺗﻲ رﺳﺎﻟﺔ ﻛﺘﺒﺘﮭﺎ ﻋﺠﻮز ﻣﻦ اﻟﻄﻔﯿﻠﺔ ﺗﺪﻋﻰ 
 7691اﺑﻨﺔ اﻟﻄﻔﯿﻠﺔ ﻓﻲ ﺳﻨﺔ » ﻓﻀﺔ«رﺳﺎﻟﺔ ظﻨﺎ ﻣﻨﮭﺎ اﻧﮭﺎ طﻮﯾﺖ وﺿﺎﻋﺖ ﺑﯿﻦ اﻟﺮﺳﺎﺋﻞ، اﻟﻰ ان ﺟﺎءھﺎ ﻣﺮة ﻣﺘﻔﻘﺪا. ﻓﻘﺪ ﺗﺰوﺟﺖ 
ﻣﻦ ﺟﻨﺪي ﯾﻨﺘﻤﻲ اﻟﻰ ذات اﻟﻤﺪﯾﻨﺔ، وﻋﻨﺪﻣﺎ دق ﻧﻔﯿﺮ ﺣﺮب ﻓﻲ ﺣﺰﯾﺮان ﻣﻦ ﺗﻠﻚ اﻟﺴﻨﺔ، ﻟﻢ ﯾﻚ ﻗﺪ ﻣﻀﻰ ﻋﻠﻰ زواﺟﮭﺎ ﺳﻮى ﺳﺒﻌﺔ 
ﻟﺒﻰ اﻟﺠﻨﺪي اﻟﻌﺮﯾﺲ ﻓﻲ اﺳﺒﻮع زواﺟﮫ اﻻول ﻧﺪاء اﻟﻮاﺟﺐ، ﺗﺮﻛﮭﺎ ﻋﻠﻰ ﻋﺘﺒﺔ اﻟﺒﺎب ﺗﻠﻮح ﻟﮫ، وذھﺐ اﻟﻰ اﻟﺤﺮب  اﯾﺎم، وﻛﺎن ان
ﻓﻲ ﻓﻠﺴﻄﯿﻦ، وﻛﺎن ﻓﻲ ﻋﺪاد اﻟﺬﯾﻦ ﺧﺎﺿﻮا ﻣﻌﺮﻛﺔ اﻟﺨﻠﯿﻞ واﺳﺘﺸﮭﺪ، وﺑﻌﺪ ارﺑﻊ وﺛﻼﺛﯿﻦ ﺳﻨﺔ زارھﺎ اﻟﻤﻠﻚ ﻓﺠﺄة ﻓﻲ ﻣﻨﺰﻟﮭﺎ، 
دﻧﺎﻧﯿﺮ ﺷﮭﺮﯾﺎ، وھﻲ ﺑﺎﻟﻜﺎد ﺗﺄﺗﻲ ﻣﻌﺠﻨﮭﺎ ﺑﺎﻟﺨﺒﺰ، ﻓﯿﻤﺪ ﻟﮭﺎ اﻟﻤﻠﯿﻚ ﯾﺪ اﻟﺘﻲ ﻟﻢ ﺗﺘﺰوج ﺛﺎﻧﯿﺔ ﺗﻌﯿﺶ ﻋﻠﻰ ﺑﻀﻌﺔ » ﻓﻀﺔ«واﺳﺘﻘﺒﻠﺘﮫ 
 .اﻟﻌﻮن، واﻟﻠﻔﺘﺔ اﻟﺘﻲ ﺗﺴﺮﺑﺖ واﻧﺘﺸﺮت ﻣﻦ اﻻﻓﻮاه اﻟﻰ اﻵذان اﺛﺎرت اﻻردﻧﯿﯿﻦ وﺟﻌﻠﺘﮭﻢ اﻛﺜﺮ اﻋﺠﺎﺑﺎ ﺑﻤﻠﯿﻜﮭﻢ
وﻣﻤﺎ اﺛﺎره وﺣﺪث، ﻛﻤﺎ ﻛﻞ ﺻﺒﺎح، ان ﻗﺮأ اﻟﻤﻠﻚ ﻓﻲ اﺣﺪى اﻟﺼﺤﻒ ﻋﻦ رﺟﻞ ﻣﻌﺪم ﯾﻌﯿﺶ ﻓﻲ ﻛﻮخ ﺻﻔﯿﺢ ﻣﺰروع ﻏﺮب ﻋﻤﺎن، 
اﻻ ﯾﻤﯿﺘﮫ رﺑﮫ ﻗﺒﻞ اداء ﻓﺮﯾﻀﺔ اﻟﺤﺞ، وﻛﺎن اﻟﻤﻠﻚ وﻗﺘﮭﺎ ﯾﻌﺘﺰم اﻟﺤﺞ اﻟﻰ ﺑﯿﺖ ﷲ » ﺑﺌﺮ اﻟﺴﺒﻊ«ﻓﯿﻤﺎ ﻗﺮأه ﺗﻤﻨﻲ، اﻟﺮﺟﻞ، اﺑﻦ 
» اﻟﺪﯾﻮان اﻟﻤﻠﻜﻲ«اﻟﺤﺮام، ﻓﺄرﺳﻞ ﻣﻦ ﯾﺨﺒﺮ اﻟﺮﺟﻞ ان ﯾﺘﺤﻀﺮ ﻻداء ﻓﺮﯾﻀﺔ اﻟﺤﺞ، وﯾﻮم ﻏﺎدر اﻟﻤﻠﻚ، ﻛﺎﻧﺖ ﺳﯿﺎرة ﺧﺎﺻﺔ ﻣﻦ 
اﻟﻤﻄﺎر ﻟﯿﻨﻀﻢ اﻟﻰ وﻓﺪ اﻟﻤﻠﻚ ﻋﻠﻰ ﻣﺘﻦ طﺎﺋﺮﺗﮫ اﻟﺨﺎﺻﺔ، وﯾﺴﺎﻓﺮ ﻣﻌﮫ، وﻓﻲ اﻟﺪﯾﺎر اﻟﻤﻘﺪﺳﺔ، ﺣﻞ  ﺗﻨﻘﻞ اﻟﺮﺟﻞ ﻣﻦ ﻛﻮﺧﮫ اﻟﻰ
اﻟﺮﺟﻞ اﻟﻔﻘﯿﺮ ﻣﻊ اﻟﻤﻠﻚ ﻓﻲ ﻗﺼﺮ اﻟﻀﯿﺎﻓﺔ، وﻣﻌﮫ امﱠ اﻻﻣﺎﻛﻦ اﻟﻤﻘﺪﺳﺔ، وﺣﺪث ان ﺗﺎه اﻟﺮﺟﻞ ﺧﻼل ﻣﻨﺎﺳﻚ اﻟﺤﺞ ﻓﺄوﻋﺰ اﻟﻤﻠﻚ اﻟﻰ 
اﻟﻌﺜﻮر ﻋﻠﻰ اﻟﺮﺟﻞ ﻓﯿﻨﻀﻢ اﻟﻰ اﻟﻮﻓﺪ وﺑﻘﻲ اﻟﻤﻠﻚ ﯾﻨﺘﻈﺮ زھﺎء  رﺟﺎﻟﮫ ﺑﻌﺪم ﺗﺤﺮﯾﻚ اﻟﻤﻮﻛﺐ اﻟﻤﻠﻜﻲ اﻣﺎم اﻟﺤﺮم اﻟﻤﻜﻲ ﺣﺘﻰ ﯾﺘﻢ
 .ﺧﻤﺲ ﻋﺸﺮة دﻗﯿﻘﺔ وﺑﻌﺪﻣﺎ ﺗﺄﻛﺪ ﻣﻦ اﻧﻀﻤﺎم اﻟﺮﺟﻞ اﻟﻰ اﻟﻮﻓﺪ ﺗﺤﺮك ﻣﻮﻛﺐ اﻟﻤﻠﻚ
وﻟﻠﻤﻠﻚ ﻟﻤﺴﺎﺗﮫ اﻟﻌﺴﻜﺮﯾﺔ، ﻓﻔﻲ ﯾﻮم ﻣﻦ اﯾﺎﻣﮫ زار ﻗﺮﯾﺔ ﻓﻲ اﻻﻏﻮار اﻟﺸﻤﺎﻟﯿﺔ، ھﺎﻟﮫ ﻣﺎ رأى ﻓﯿﮭﺎ ﻣﻦ ﻓﻘﺮ وﺟﻮع، ﻏﯿﺮ اﻧﮫ اﺑﺘﺴﻢ 
 ﯾﻨﺴﺎھﺎ ﻣﻦ راﻓﻘﻮه ﺣﯿﻦ دﺧﻞ ﺑﯿﺘﺎ ﻓﻘﯿﺮا، واﻗﺘﺮب ﻣﻨﮫ ﺷﺎب ﻓﻲ اﻟﺴﺎﺑﻌﺔ ﻋﺸﺮة ﻣﻦ ﻋﻤﺮه، ﻣﻔﺘﻮل اﻟﻌﻀﻼت، ﻗﺎﺋﻼ ﯾﻮﻣﮭﺎ اﺑﺘﺴﺎﻣﺔ ﻻ
ﻟﮫ : )ﯾﺎ ﺳﯿﺪي اﻟﻤﺴﺎﻋﺪات ﻟﯿﺴﺖ ھﻲ اﻟﺤﻞ، ارﺳﻠﻨﻲ اﻟﻰ اﻟﺠﯿﺶ اﺣﺴﻦ(.. اﺑﺘﺴﻢ اﻟﻤﻠﻚ ﯾﻮﻣﮭﺎ واﻣﺴﻚ ﺑﺎﻟﺸﺎب ﻣﻦ ﻋﻀﻼﺗﮫ ﻗﺎﺋﻼ ﻟﮫ 
 .): )وﷲ ﺑﺘﻨﻔﻊ
اﻟﻌﺴﻜﺮي طﺎﻟﺒﺎ ﻣﻨﮫ اﺧﺬ اﺳﻢ اﻟﺸﺎب وﻛﺎﻓﺔ ﺗﻔﺎﺻﯿﻠﮫ ﺣﺘﻰ ﯾﺪﺧﻞ اﻟﺠﯿﺶ، اﻟﻤﻠﻚ اﻟﺬي ﺧﺪم طﻮال ﻋﻤﺮه وﻧﺎدى اﻟﻤﻠﻚ ﻋﻠﻰ ﻣﺮاﻓﻘﮫ  ..
ﺑﺸﻜﻞ ﺧﺎص .. وﻟﮭﺬا ﻣﺎزح ذات ﻣﺮة اﺣﺪ ﺷﯿﻮخ اﻟﻌﺸﺎﺋﺮ، ﺣﯿﻦ وﺟﮫ اﻟﺸﯿﺦ ﺳﺆاﻻ اﻟﻰ اﻟﻤﻠﻚ، ﻓﻠﻢ » اﻟﻌﺴﻜﺮ«ﻓﻲ اﻟﺠﯿﺶ، ﯾﺤﻦ اﻟﻰ 
ﻼح اﻟﺪروع ﺳﻤﻌﮭﻢ ھﻜﺬا( .. ﻗﺎﺻﺪا اﻧﮫ ﻟﻢ ﯾﺴﻤﻊ اﻟﺴﺆال ﺟﺮاء ﯾﺴﻤﻌﮫ اﻟﻤﻠﻚ وﻗﺎل ﻟﮫ .. )ﺳﺎﻣﺤﻨﻲ ﯾﺎ ﺷﯿﺦ، ﻛﻞ اﻟﺬﯾﻦ ﺧﺪﻣﻮا ﻓﻲ ﺳ
ﺗﺄﺛﯿﺮ ﺻﻮت اﻟﻤﺪرﻋﺎت واﻟﺘﺪرﯾﺒﺎت اﻟﻌﺴﻜﺮﯾﺔ ﻋﻠﻰ اذﻧﮫ، دون ان ﯾُﺤﺮج اﻟﺸﯿﺦ او ﯾﻄﻠﺐ ﻣﻨﮫ ﺑﺎﺳﻠﻮب ﺟﺎف اﻋﺎدة اﻟﺴﺆال. 
م وﻗﺴﺎوﺗﮭﺎ ﻋﻠﯿﮭﻢ، وھﻮ واﻟﻤﻠﻚ، ﻋﻠﻰ ﻣﺸﺎرف اﻟﻌﺎم اﻟﺠﺪﯾﺪ ﻓﻲ ﺣﻜﻤﮫ، ﻟﻢ ﯾﻔﻘﺪ اﻟﻠﻤﺴﺔ اﻻﻧﺴﺎﻧﯿﺔ ﻟﺮﻋﯿﺘﮫ، وھﻮ اﻟﻌﺎرف ﺑﻤﻀﺎء اﻻﯾﺎ
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ﯾﻘﺪم اﻻف اﻟﻤﻨﺢ اﻟﺪراﺳﯿﺔ ﻟﻠﻄﻠﺒﺔ، وﯾﻌﺎﻟﺞ اﻻﻻف، وﺑﻨﻰ ﻣﺌﺎت اﻟﺒﯿﻮت ﻟﻔﻘﺮاء وﻣﺤﺘﺎﺟﯿﻦ، وﻓﻲ رﻣﻀﺎن ﯾﺴﺎﻋﺪ اﻻف اﻻﺳﺮ، 
 .وﯾﻨﻔﻖ ﺳﺮا ﻋﻠﻰ ﻣﺌﺎت اﻟﺒﯿﻮت واﻟﻔﻘﺮاء واﻟﯿﺘﺎﻣﻰ
و زﯾﺎرة ﻣﺆﺳﺴﺔ او داﺋﺮة، او ﻗﺮﯾﺔ ﯾﻨﺘﺼﻒ اﻟﻨﮭﺎر، ﻣﺎ ﺑﯿﻦ ﺗﻠﻚ اﻟﻤﺸﺎھﺪ، اﺳﺘﻘﺒﺎل ﻣﺴﺆول، ﻗﺮاءة ﻣﻠﻒ، ﺑﺤﺚ ﺧﻄﺔ اﻗﺘﺼﺎدﯾﺔ، ا
ﻧﺎﺋﯿﺔ، او اﺳﺘﻘﺒﺎل ﺿﯿﻒ، وﻓﻲ اﺣﯿﺎن اﺧﺮى ﯾﺘﻠﻘﻰ ﻣﻜﺎﻟﻤﺎت ﻣﻦ زﻋﻤﺎء ﻋﺮب واﺟﺎﻧﺐ، ﯾﺒﺤﺜﻮن وﯾﺘﺒﺎﺣﺜﻮن، ﻓﯿﻤﺎ ﻏﺪاء اﻟﻤﻠﻚ ﯾﺄﺗﻲ 
ﻻ ﯾﻔﺮط ﻓﻲ ﺗﻨﺎول اﻟﻠﺤﻮم، ﯾُﻔﻀﻞ » .. اﻟﻄﻌﺎم اﻟﺼﺤﻲ«ﻣﺘﺄﺧﺮا واﺣﯿﺎﻧﺎ ﺑﻌﺪ اﻟﺨﺎﻣﺴﺔ ﻣﺴﺎء ﺟﺮاء ھﺬا اﻻﻧﮭﻤﺎك، ﯾُﻔﻀﻞ اﻟﻤﻠﻚ 
اﻻﻏﺬﯾﺔ ﻏﯿﺮ اﻟﺪﺳﻤﺔ واﻟﻔﻮاﻛﮫ، ُﻣﻘﻞ ﻓﻲ ﻛﻞ ﻣﺎ ھﻮ دُھﻨﻲ وﻧﺸﻮي، وﺟﺮاء ﻋﺴﻜﺮﯾﺘﮫ ﻻ ﯾﻔﺎﺟﺄ اﺣﺪ ﻓﻲ ﻗﺼﺮ اﻟﺒﺮﻛﺔ ﺣﯿﻦ ﯾُﻤﻀﻲ 
ﻧﮭﺎره، اﺣﯿﺎﻧﺎ، ﻋﻠﻰ ﺷﻄﯿﺮة او ﻛﺄس ﻋﺼﯿﺮ، وﻓﻲ اﺣﯿﺎن اﺧﺮى وﺧﺼﻮﺻﺎ ﻓﻲ اﻻﺟﺎزات ﺗﻠﺘﺌﻢ اﻻﺳﺮة ﻋﻠﻰ ﻏﺪاء، ﯾﻄﻌﻢ اوﻻده 
ﻟﻤﻦ ھﻢ ﻓﻲ » اﻟﻐﺬاء«طﻔﺎل ، ﺣﯿﻦ ﯾﺨﻮض اﻟﻤﻠﻚ، ﻣﻔﺎوﺿﺎت ﻣﻌﮭﻢ، ﻻﻗﻨﺎﻋﮭﻢ ﺑﺄھﻤﯿﺔ ﺑﯿﺪﯾﮫ، وﻟﻼﻣﺮاء اﻟﺼﻐﺎر ﻋﻨﺎدھﻢ ﻣﺜﻞ ﻛﻞ اﻻ
ﻓﻲ اﻟﻌﻘﺒﺔ، وھﻮ اﺳﻢ ﻗﺼﺮ اﻟﻤﻠﻚ ﻓﻲ اﻟﻌﻘﺒﺔ، ﻓﺎن اﻟﻤﻠﻚ ﯾﺨﺎف ﻋﻠﻰ » ﺑﯿﺖ اﻟﺒﺤﺮ«ﻋﻤﺮھﻢ، واذا ﻛﺎﻧﺖ اﺟﺎزة ﻧﮭﺎﯾﺔ اﻻﺳﺒﻮع ﻓﻲ 
ﺮ ُﺣﺴﯿﻦ، ﻧﺠﻞ اﻟﻤﻠﻚ، ان ﯾﺘﻌﻠﻢ اﻟﺴﺒﺎﺣﺔ اوﻻده ﻣﻦ ﺑﺮﻛﺔ اﻟﺴﺒﺎﺣﺔ وﻣﻦ ھﺪﯾﺮ ﺻﻮت اﻟﺒﺤﺮ، ﻣﺜﻞ ﻛﻞ اﻻﺑﺎء، ﻓﯿﻤﺎ ﺷﻐﻒ اﻻﻣﯿ
 . ﺑﻄﻔﻮﻟﺘﮫ ﻛﺎﻣﻠﺔ» اﻻﻣﯿﺮ اﻟﺼﻐﯿﺮ«ﻛﻮاﻟﺪه، ﻏﯿﺮ ان ﻟﻠﻤﻠﻚ، اﺣﺴﺎس اﻻب، اﻟﺬي ﯾُﻔﻀﻞ ان ﯾﺴﺘﻤﺘﻊ 
ﯾﺸﺮﺑﮭﺎ ﻣﻤﺰوﺟﺔ ﺑﺎﻟﺤﻠﯿﺐ وﻏﺎﻟﺒﺎ ﻓﺎن ﻟﮫ ﻓﻨﺠﺎﻧﮫ » اﻟﻨﺴﻜﺎﻓﯿﮫ«ﻣﻦ ﯾﻌﺮف اﻟﻤﻠﻚ ﻋﻦ ﻗﺮب ﯾﻌﺮف اﻧﮫ ﻣﺤﺐ ﻟﻠﻘﮭﻮة ﺳﺮﯾﻌﺔ اﻟﺬوﺑﺎن 
 . اﻟﺬي اﻋﺘﺎد ﻋﻠﻰ ﺷﺮﺑﮭﺎ ﻓﯿﮫ ﻓﺎﻟﻘﮭﻮة ﺗﺒﻘﯿﮫ ﻧﺸﻄﺎ ﻓﺘﺤﻔﺰ اﻟﺬھﻦ ﻓﻲ ﻣﻨﻄﻘﺔ ﻻ ﺗﻨﺎم ﻟﯿﻼ وﻻ ﺗﮭﻨﺄ ﻧﮭﺎرا» ﯿﺮاﻟﻤﻎ اﻟﻜﺒ«اﻟﺨﺎص او ذاك 
وﻓﻲ اﺟﺎزاﺗﮫ ﯾﺘﺴﻠﻞ اﻟﻤﻠﻚ اﺣﯿﺎﻧﺎ اﻟﻰ ﺧﻠﻮﺗﮫ ﯾﻔﺘﺢ ﺣﻘﯿﺒﺘﮫ ﻓﯿﺄﺧﺬ ﻣﻨﮭﺎ ﻣﻠﻔﺎ ﺳﯿﺎﺳﯿﺎ او اﻗﺘﺼﺎدﯾﺎ ﻓﮭﻮ ﻣﺎ ﺑﯿﻦ ھﺬا وذاك وﻓﻲ ﺳﻔﺮاﺗﮫ، 
ﯾﺒﺪأ ﻣﺒﻜﺮا ﯾﻤﻀﻲ اﻻﯾﺎم ﻓﻲ ﺳﻔﺮه ﻣﻦ اﺟﻞ اﻻردن وﺣﺚ اﻟﻌﺎﻟﻢ ﻋﻠﻰ دﻋﻤﮫ اﻗﺘﺼﺎدﯾﺎ ﻓﺎن ﻣﻦ ﺣﻮﻟﮫ ﯾﻌﺮﻓﻮن ان ﻧﮭﺎره ﺷﺎق وﻣﺘﻌﺐ 
وھﻲ ﻟﯿﺴﺖ ﺳﻔﺮات ﻣﻦ ﺑﺎب اﻟﺮاﺣﺔ واﻻرﺗﯿﺎح، اذ ان ﺳﻔﺮاﺗﮫ ﻣﺘﻌﺒﺔ وﻋﻠﻰ ﻣﺘﻦ اﻟﻄﺎﺋﺮة ﻏﺎﻟﺒﺎ ﻣﺎ ﯾﺨﻠﻊ ﺟﺎﻛﯿﺘﮫ، وﯾﻔﻚ رﺑﻄﺔ اﻟﻌﻨﻖ، 
وﻛﺜﯿﺮا ﻣﺎ ﯾﻘﺘﺮب ﻣﻦ ﻏﺮﻓﺔ اﻟﻄﯿﺎر، » ﺮس اﻟﺨﺎصاﻟﺤ«ﻟﯿﻨﺸﻐﻞ ﺑﺠﮭﺎز اﻟﻜﻤﺒﯿﻮﺗﺮ ﺧﺎﺻﺘﮫ، او ﻗﺮاءة ﻛﺘﺎب او ﻓﻲ ﻣﺤﺎدﺛﺔ اﻓﺮاد 
 . ﻻ ﯾﮭﺪأ وﻧﺠﻮﻣﺎ ﺗﺘﻸﻷ او ﺳﻤﺎء ﺻﺎﻓﯿﺔ او ﻣﻠﯿﺌﺔ ﺑﺎﻟﻐﯿﻮم» ﻋﺎﻟﻤﺎ«ﻣﺘﺄﻣﻼ ﻣﻨﮭﺎ وﻋﺒﺮھﺎ 
 
 اﻟﻤﻠﻚ ﻓﻲ ﺳﺎﻋﺎت اﻟﻤﺴﺎء
وﻓﻲ » ﺟﯿﺒﺎ ﻋﺴﻜﺮﯾﺎ«واﺣﯿﺎﻧﺎ ﯾﺴﺘﺨﺪم  W.M.B ﻻ ﯾُﺤﺐ اﻟﻤﻠﻚ اﻟﺮﺳﻤﯿﺎت، ﯾﻘﻮد ﺳﯿﺎرﺗﮫ ﺑﻨﻔﺴﮫ، وھﻲ ﻣﻦ طﺮاز ﻣﺮﺳﯿﺪس او
اﺧﺮى ﯾﻘﻮد ﺳﯿﺎرﺗﮫ واﻟﻰ ﺟﺎﻧﺒﮫ اﻟﻤﻠﻜﺔ راﻧﯿﺎ او اﺣﺪ اﺷﻘﺎﺋﮫ اﻻﻣﺮاء وﻓﻲ ﺟﻮﻻﺗﮫ ﯾﻘﻮد اﻟﻤﻠﻚ ﺳﯿﺎرﺗﮫ واﻟﻰ ﺟﺎﻧﺒﮫ رﺋﯿﺲ اﺣﯿﺎن 
 .« ﺳﺒﺎﻗﺎت اﻟﺴﺮﻋﺔ«دﯾﻮاﻧﮫ ووزﯾﺮ اﻟﺒﻼط وﻋﺪد ﻣﻦ ﻣﺴﺘﺸﺎرﯾﮫ، ﯾﺤﺐ اﻟﻤﻠﻚ ﻗﯿﺎدة اﻟﺴﯿﺎرات ﻏﯿﺮ اﻧﮫ ﻣﺎ ﻋﺎد ﯾﻐﺎﻣﺮ ﺑﺎﻟﻤﺸﺎرﻛﺔ ﻓﻲ 
 661
ﺗﮫ وﻟﯿﺎﻟﯿﮫ، ﻣﺘﺴﻌﺎ ﻣﻦ اﻟﻮﻗﺖ ﻟﻠﻮﻗﻮف ﻋﻠﻰ ﺗﺤﺼﯿﻞ اﻧﺠﺎﻟﮫ اﻻﻣﺮاءﺣﺴﯿﻦ واﯾﻤﺎن ﻓﻲ وﯾﺠﺪ اﻟﻤﻠﻚ ﻋﻠﻰ اﻟﺮﻏﻢ ﻣﻦ ھﻤﻮم ﻧﮭﺎرا
اﻟﻤﺪرﺳﺔ ﻓﯿﻤﺎ اﻻﻣﯿﺮة ﺳﻠﻤﻰ ﺻﻐﯿﺮة واﻟﻜﻞ ﻣﺸﻐﻮل ﺑﺘﺪﻟﯿﻠﮭﺎ وﻣﺪاﻋﺒﺔ اﻟﻤﻠﻚ وﻣﻼﻋﺒﺘﮫ ﻟﺒﻜﺮه ووﺣﯿﺪه ﯾﻜﺎد ﯾﺘﻠﻤﺴﮭﺎ اﻟﺤﺮس 
 .واﻟﻌﺎﻣﻠﻮن ﻓﻲ ﻗﺼﺮ اﻟﺒﺮﻛﺔ
ﯾﺮﺗﺪﯾﮫ، ﻓﮭﻮ ﯾُﻔﻀﻞ اﻟﺠﯿﻨﺰ واﻟﺴﺘﺮة اﻟﻌﺎدﯾﺔ، ﻏﯿﺮ ان وﻗﺎره ﯾﺒﻘﻰ ﺑﺎرزا اﻻ اذا ﻣﺎ اﺿﻄﺮ اﻟﯿﮭﺎ، ﯾﻈﮭﺮ ﻓﯿﻤﺎ » اﻟﺮﺳﻤﯿﺎت«ورﻓﻀﮫ 
ﻓﻲ ﻣﻨﺎﺳﺒﺎت اﺧﺮى وﯾﺤﺐ اﻟﻤﻠﻚ ان » اﻟﻠﺒﺎس اﻟﻌﺮﺑﻲ«ﻟﻠﻌﯿﺎن ﻓﻲ ﺣﻔﺎظﮫ ﻋﻠﻰ اﻟﻌﺎدات واﻟﺘﻘﺎﻟﯿﺪ، وﻋﻠﻰ ارﺗﺪاﺋﮫ اﻟﺒﺪﻟﺔ اﻟﺮﺳﻤﯿﺔ او 
 .« اﻟﻜﻼم اﻟﺠﻤﯿﻞ«ﻋﻠﻰ » اﻟﻔﻌﻞ اﻟﺠﻤﯿﻞ«ﯾﻄﻐﻰ 
ﻣﺮاء ﻓﯿﺼﻞ، ﻋﻠﻲ، ھﺎﺷﻢ، ﺣﻤﺰة، ﻣﺠﺘﻤﻌﯿﻦ او ﻓﺮادى، وﻓﻲ اﺣﯿﺎن اﺧﺮى ﯾﺘﻠﻘﻰ ﻣﻜﺎﻟﻤﺔ ﻣﻦ ﻓﻲ اﻟﻌﺸﺎﯾﺎ ﯾﻠﺘﻘﻲ اﻟﻤﻠﻚ اﺧﻮاﻧﮫ اﻻ
اﺣﺪھﻢ اذا ﻛﺎن ﻣﺴﺎﻓﺮا، او ﯾﺘﺼﻞ ھﻮ ﺑﺸﻘﯿﻘﮫ ﺣﻤﺰة ﻟﻼﺳﺘﻔﺴﺎر ﻋﻦ دراﺳﺘﮫ اﻟﺠﺎﻣﻌﯿﺔ واﻻطﻤﺌﻨﺎن ﻋﻠﻰ اﺣﻮاﻟﮫ ﻓﻲ دراﺳﺘﮫ ﻓﻲ 
ﻟﯿﺔ، زﯾﻦ، راﯾﺔ واﯾﻤﺎن، وﯾﻌﯿﺶ ﺟﻮا اﺳﺮﯾﺎ ﺳﻌﯿﺪا اﻟﻮﻻﯾﺎت اﻟﻤﺘﺤﺪة، وﻟﻠﻤﻠﻚ ﻟﻤﺴﺎت ﺧﺎﺻﺔ ﻓﻲ ﻋﻼﻗﺎﺗﮫ ﺑﺸﻘﯿﻘﺎﺗﮫ ھﯿﺎ، ﻋﺎﺋﺸﺔ، ﻋﺎ
وﻛﺜﯿﺮا ﻣﺎ ﯾﺸﺎرﻛﻮﻧﮫ ﺑﻌﺾ اﺟﺎزاﺗﮫ، وﻟﻠﻤﻠﻚ ﻋﻼﻗﺔ ﺧﺎﺻﺔ ﺑﺎﻋﻤﺎﻣﮫ وﻋﻤﺘﮫ، وﻛﺜﯿﺮا ﻣﺎ ﯾﺘﻨﺎول اﻟﻌﺸﺎء ﻓﻲ ﺑﯿﺖ اﺣﺪھﻢ، وﻻ ﯾﻨﺴﻰ 
ﺑﻌﺪ اﻧﺘﮭﺎء » ﻟﺤﻼﻗﺔﻣﺎﻛﯿﻨﺔ ا«اﻟﺬﯾﻦ ﺣﺠﻮا ﻣﻊ اﻟﻤﻠﻚ ﻗﺒﻞ ﺛﻼﺛﺔ اﻋﻮام ان اﻟﻤﻠﻚ ذاﺗﮫ داﻋﺐ ﺷﻘﯿﻘﮫ اﻻﻣﯿﺮ ﻋﻠﻲ ﺑﻦ اﻟﺤﺴﯿﻦ ﻣﺘﻨﺎوﻻ 
 .ﻣﻨﺎﺳﻚ اﻟﺤﺞ، ﻣﻘﺼﺮا ﺷﻌﺮ اﻻﻣﯿﺮ ﻋﻠﻰ اﻟُﺴﻨﺔ ﻓﻲ ﻣﺸﮭﺪ ﻋﺎﺋﻠﻲ ﻻ ﯾُﻨﺴﻰ
ﻏﯿﺮ ان اﻟﺤﻜﻢ زاد ﻓﻲ ﻋﻤﺮ اﻟﻤﻠﯿﻚ، وﯾﻌﻠﻖ اﻟﺬﯾﻦ ﯾﻌﺮﻓﻮﻧﮫ ﺑﺎﻧﮫ ﻛﺒﺮ ﻟﺴﻨﻮات، ﺑﻌﺪ ﺗﻮﻟﯿﮫ اﻟﺤﻜﻢ وﻟﯿﺲ اﻟﺸﯿﺐ ﻓﻲ ﺷﻌﺮه اﻻ دﻟﯿﻼ 
اﻟﺜﻼﺛﺔ اﻻﻣﺮاء ﺣﺴﯿﻦ، اﯾﻤﺎن، ﺳﻠﻤﻰ، ﻗﻄﻊ اﻟﺸﻮﻛﻼﺗﮫ ﻣﻜﺎﻓﺄة ﻋﻠﻰ ﺛﻘﻞ اﻟﻤﺴﺆوﻟﯿﺎت، ﻏﯿﺮ اﻧﮫ ﯾﺠﺪ اﻟﻮﻗﺖ اﺣﯿﺎﻧﺎ ﻻطﻌﺎم اطﻔﺎﻟﮫ 
واﺣﯿﺎﻧﺎ ﺗﺠﻠﺲ اﻻﻣﯿﺮة ﺳﻠﻤﻰ ﺻﻐﺮى ﺑﻨﺎت اﻟﻤﻠﻚ ﻓﻲ ﺣﻀﻨﮫ ﻟﺘﺮاﻗﺐ اﻟﻜﺎرﺗﻮن ﻋﻠﻰ » اﻟﺪﻻل«ﻋﻠﻰ ﺗﻔﻮق دراﺳﻲ، او ﻣﻦ ﺑﺎب 
 .ﺷﺎﺷﺔ اﻟﺘﻠﻔﺎز ﺑﻌﯿﻨﯿﮭﺎ اﻟﺒﺮاﻗﺘﯿﻦ اﻟﺠﻤﯿﻠﺘﯿﻦ
ﮭﺎم اﻟﺘﻲ اﻧﺠﺰھﺎ وﺗﻠﻚ اﻟﻤﻘﺒﻠﺔ، ﯾﺸﻌﺮ ﺑﺎﻟﻀﯿﻖ ﻣﻤﺎ ﯾﺮاه وﯾﺴﻤﻌﮫ اﺣﯿﺎﻧﺎ، ﻻ ﯾﻨﺎم اﻟﻤﻠﻚ ﺑﺎﻛﺮا، وھﺬا ﻣﻌﺮوف ﻋﻨﮫ ﻟﻠﺨﺎﺻﺔ، ﯾﺘﺬﻛﺮ اﻟﻤ
ﺣﯿﻦ ﯾﺰوره ﻣﺴﺆول ﺳﺎﺑﻖ وﺑﺬرﯾﻌﺔ ﺷﺮح واﻗﻊ اﻟﺤﺎل، ﯾﻨﮭﺶ ھﺬا وﯾﻨﺎل ﻣﻦ ذاك، » اﻟﻨﻤﯿﻤﺔ اﻟﺴﯿﺎﺳﯿﺔ«اﻛﺜﺮ ﻣﺎ ﯾﻤﻘﺖ ﻣﻦ ﺿﯿﻮﻓﮫ 
وﺧﻄﻄﺎ واﻗﺘﺮاﺣﺎت وﺣﻠﻮﻻ، وﻻ ﯾﻘﺒﻞ ﻓﻲ اﺳﻠﻮب ﯾﻤﻘﺘﮫ اﻟﻤﻠﻚ، اﻟﺬي ﻻ ﯾﺤﻤﺪ ھﺬا اﻻﺳﻠﻮب ﺑﯿﻦ اﻟﺴﯿﺎﺳﯿﯿﻦ، وﯾﻨﺘﻈﺮ ﻣﻨﮭﻢ اﻓﻜﺎرا 
 . ﺻﺎﻟﻮﻧﺎ ﻟﺘﺼﻔﯿﺔ اﻟﺤﺴﺎﺑﺎت ﺑﯿﻦ اﻟﺴﯿﺎﺳﯿﯿﻦ ﻓﮭﻮ اﻛﺒﺮ ﻣﻨﮭﻢ ﺟﻤﯿﻌﺎ وھﻤﮫ ﺑﺎن ﯾﺒﻘﻰ اﻻردن اوﻻ» ﺻﺎﻟﻮﻧﮫ«اﻟﻤﻠﻚ ان ﯾﻜﻮن 
 اي ﯾﺜﯿﺮ اﻟﺨﻮف، اذ اﺛﺒﺖ اﻟﻤﻠﻚ ﻗﺪرة ﻓﺎﺋﻘﺔ».. اﻟﻤﻠﻚ ﺑﺨﻮف«ﻏﯿﺮ ان اﻟﻜﺜﺮة ﻣﻦ اﻟﺴﯿﺎﺳﯿﯿﻦ ﺑﺎﺗﻮا ﯾﻘﻮﻟﻮن ﻋﻨﮫ ﺳﺮا وﻓﻲ ﺧﻠﻮاﺗﮭﻢ.. 
 .ﻋﻠﻰ ﺗﺤﻄﯿﻢ اﻟﻤﺨﺎطﺮ، وﺗﮭﻤﯿﺶ ﻣﻦ اﻧﺘﺰﻋﻮا ادوارا ﻻ ﯾﺴﺘﺤﻘﻮﻧﮭﺎ
ﻻ ﯾﻨﺎم اﻟﻤﻠﻚ ﺑﺎﻛﺮا، ﯾﺴﮭﺮ ﻓﻲ ﻗﺼﺮ اﻟﺒﺮﻛﺔ ﺣﯿﺚ ﯾُﻘﯿﻢ او ﻣﻜﺘﺒﮫ اﻟﻤﻨﺰﻟﻲ ﻣﻊ اﻻوراق اﻟﺮﺳﻤﯿﺔ واﻟﻤﻠﻔﺎت اﻟﺘﻲ ﺗﺮﺳﻞ اﻟﯿﮫ، واﺣﯿﺎﻧﺎ 
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ﺎﻣ ﺔﻄﻘﻧ نﺄﺸﺑ اﺮﻣآ وا ﺎﺣﺮﺘﻘﻣ وا ﺎﻘﻠﻌﻣ ﮫﻤﻠﻘﺑ ﻚﻠﻤﻟا حﺮﺸﯾ ةﺮﯿﺜﻛ. 
ﻐﻟا ﺔﺸﻏد ﻊﻣ ،تاﺮﻣ ﻦﺑ ﻦﯿﺴﺤﻟا هﺪﻟاو ﺢﯾﺮﺿ ﻰﻟا ﻲﻧﺎﺜﻟا ﷲﺪﺒﻋ ﻚﻠﻤﻟا ﻞﻠﺴﺘﯾ ﺔﻤﺘﻌﻟﺎﺑ حرﺎﻄﻤﻟا ﻞﯿﻠﻟا نﻮﻠﯾ ﺎﻣﺪﻌﺑ ﺎﻧﺎﯿﺣا وا ،بﺎﯿ
 ﻲﻓ ﺎﯿﻔﺨﺘﻣ ﺔﻤﺻﺎﻌﻟا ءﺎﯿﺣا ﻲﻓ لﻮﺠﯾ وا ،ﮫﯿﺑاو ﻦﺑﻻا ﻦﯿﺑ ﺔﺘﻣﺎﺻ ةﺄﺟﺎﻔﻣ نﻮﻜﺗ ﺪﻗ ﺖﻤﺻ ﻲﻓ ﻖﺋﺎﻗد ﻒﻘﯾو ﺔﺤﺗﺎﻔﻟا أﺮﻘﯾ ،لﻼط
ﻢﮭھﻮﺟوو سﺎﻨﻟا ﺔﻛﺮﺣ ﺎﺒﻗاﺮﻣ ةﺪﯿﺣو ةرﺎﯿﺳ. 
 ،تاﺮﻣو ﻞﻛﺄﯾ شﺮﻌﻟا ﻢھو ،ﮫﻨﺤﺻ ﻦﻣ ﻞﻛﺄﯾ ﻢﮭﻤھ ،سﺎﻨﻟا تﻮﯿﺑ ﻲﻓ ﺮﻈﻨﻟﺎﺑ حﺮُﺴﯾ ،ﺔﻛﺮﺒﻟا ﺮﺼﻗ ﺔﻓﺮﺷ ﻲﻓ ﻚﻠﻤﻟا ﻒﻘﯾ ،نوﺮﺒﺨﯾ
 ﻦﺴﺤﺘﯾ ناو ﺰﺒﺨﻟا ﻦﻣ ﻦﯿﯿﻧدرﻻا ﻦﺟﺎﻌﻣ ﻮﻠﺨﺗ ﻻ نا ﮫﻠﯿﻟ ﻞﻏﺎﺷ ﺎﻤﯿﻓ ،نﺎﻣﺰﻟا تارﺪﻏو ءاﻮﻧﻻا ﻦﻋ ىﺄﻨﻣ ﻲﻓ ﻰﻘﺒﯿﻟ اﺮﻤﻋ هﺮﻤﻋ ﻦﻣ
ﻢﮭﺗﺎﯿﺣ فوﺮظ ﻦﺴﺤﺘﺗو ﻢھدﺎﺼﺘﻗا 
 
Translated by: Eliane Abdel-Malek 
He wakes up early… reads his newspaper and eats breakfast at the "Barakeh". A day in 
the life of a king starts with a cup of coffee and ends amidst files at midnight. 
By Maher Abu Teir 
King Abdullah the second observes the anniversary of his accession to the throne: yet 
another year of celebration of his career as a king. Other than what is written about his clothes 
and travels, little is known about the King. His exciting life remains private revealed only to his 
entourage and people close to him. So how does King Abdullah's day start and end? At what 
time does the King wake up? What does he do in the early hours of the morning? When does he 
see his children? When does he laugh and when does he get angry? At what time does he sleep? 
And other than the stiff news that is officially reported, which does not quench our curiosity of 
what is happening in Barakeh Palace or the Hashemite Court, what does he do all day? Does he 
actually read the letters sent by his people? And how does he receive the news of what is going 
around in the 'happy Kingdom'? Who answers the phone calls? Did the King lose his famous 
human touch known for it during his military and civil careers? In the occasion of the King's 
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accession the throne, Addustur will attempt to describe a day in the life of the King who rules a 
Kingdom surrounded by hardships. 
The King wakes up early. 
The King wakes up early and the Barakeh Palace wakes up with him. Although he 
usually prefers an espresso, his day starts with an Arabian cup of coffee. He skims the local 
newspapers that arrives early daily to the palace. He reads the local Jordanian papers first then 
the international ones. He also has the daily habit of reading some English newspapers. He 
underlines the important information in the columns or writes some notes on a small diary that he 
carries, along with important documents, everywhere in his bag. He concludes his reading with 
the daily press report that is prepared by his royal court in both Arabic and English. Sometimes 















GENRE-BASED ASSESSMENT INSTRUMENT 







Stages of the Recount and its Lexico-grammatical Features realizing each metafunction    
Stage 1: Title  
 























Stage 2: Orientation 
Introduction of  the character  
Textual Metafunction -Introduce the character using a nominal clause with the name of the character in the Theme 
OR 
Introduce the character using a verbal clause with the name of the character in the Theme/Rheme 
 
Not including the introductory clause- information about the character from a combination  
nominal clause(s) with character as a pronoun in the Theme  
OR 
verbal clause(s)  
For the verbal clause character as morphological marking on the verb in the Theme 
                                                       
Introducing the timeframe of the recount  
Experiential- In declarative nominal clause(s) nominal or  verbal clause(s)  
 
Enticing the reader (hook):  
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Table 16. Genre-based assessment instrument (continued) 
Note. The numbers in red indicate the amount of lexico-grammar resources to receive 0, 1, or 2 points in each category. 
Stage 3: Sequence of Events 
Textual Metafunction:  
First clause is a verbal/nominal clause  with an explicit introduction to the character(s) in the Rheme/Theme 
 
For main events 
Start the recount of a new event with a verbal clause  with circumstance of time in the Theme/Rheme   
 
For other events within the main event’s time frame 
For verbal clauses, the verb with morphological marking on the verb referencing the character in the Theme, OR 
For relational clauses, the pronoun referencing the character in the Theme 
                                                  








Expansion to the clause 
 
Interpersonal Metafunction 
To recount events, Declarative clauses are used  
To recount  events, all Verbs and in the present tense 
 
For Main and Detail events to create a tone 
Affect, Judgment, or Appreciation  
Force/ Focus  
 
Modality is expressed using  the usuality  “ﺎًﻧﺎﯿﺣأ sometimes and  ًةدﺎﻋ usually,  ًﺎﻤﺋاد always, etc." 
































































































Total           / 28 
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APPENDIX E 
PRETEST AND POSTTEST 
You will be asked to answer the writing prompt below in Arabic. You will have 50 minutes to do 
so.  Before you start writing please follow the instructions below. 
Instructions: 
1. Read the prompt carefully 
2. First viewing : Watch the silent video of the story of professor Kristen so that you know 
the whole story 
3. Second and third viewing: while watching the silent video, on the note taking sheet that 
your instructor gave you, write notes that will help you remember the events you will 
write about. 
4. You may use any language to write your notes 
 
Prompt:  
Your school newspaper is featuring your professor, Professor Kristen, and asked you to 
write a short story about her daily routines. Watch the silent video and then write a story 
describing ﻦﺘﺴﯾﺮﻛ ةذﺎﺘﺳﻻا ةﺎﯿﺣ ﻲﻓ مﻮﯾ [a day in the life of Kristen]. 
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 F XIDNEPPA
 TSET NOISNEHERPMOC GNIDAER
 morf si txet sihT  .HSILGNE ni woleb snoitseuq eht rewsna dna txeT eht daeR
  .stneduts eht fo eno gnirutaef repapswen ytisrevinu a
 
 ﺑﺮﻧﺎﻣﺞ ﺷﺮﯾﻒ اﻻﺳﺒﻮﻋﻲ
 )heladhaD  feerahS yB nettirW( 
ﺳﻨﺔ. أدرس ﻓﻲ ﺟﺎﻣﻌﺔ اﻟﯿﺮﻣﻮك ﻓﻲ ارﺑﺪ ﺷﻤﺎل اﻷردن ,ﺗﺨﺼﺼﻲ  12أﻧﺎ ﺷﺮﯾﻒ ﻣﻦ اﻷردن وﻋﻤﺮي 
اﻟﻌﻠﻮم اﻟّﺴﯿﺎﺳﯿﺔ وأﻧﺎ ﻓﻲ اﻟّﺴﻨﺔ اﻟﺮاﺑﻌﺔ و اﻷﺧﯿﺮة. أﻋﻤﻞ وأدرس ﻓﻲ ﻧﻔﺲ اﻷ ﺳﺒﻮع . أﺧﺬ ﻣﺤﺎﺿﺮاﺗﻲ  ﺛﻼث 
 * اﻟّﺠﺎﻣﻌﺔ.ﻣﺼﺎرﯾﻒع ﻷﺳﺎﻋﺪ واﻟﺪي  ﻓﻲ ﻣﺮات ﻓﻲ اﻷﺳﺒﻮع: أﺣﺪ, ﺛﻼﺛﺎء و ﺧﻤﯿﺲ وأﻋﻤﻞ ﺑﺎﻗﻲ أﯾﺎم اﻷﺳﺒﻮ
دﻗﯿﻘﺔ, ﺑﻌﺪھﺎ أذھﺐ  54ﺻﺒﺎﺣﺎ ﺣﯿﺚ أﻣﺎرس رﯾﺎﺿﺔ اﻟﺠﺮي ﻟﻤﺪة  00:6ﯾﺒﺪأ ﻧﮭﺎري ﻛﻞ ﯾﻮم اﻟّﺴﺎﻋﺔ 
وھﻲ اﻟﻤﻔﻀﻠﺔ  ﻋﻨﺪي ﻷن اﻟﺪﻛﺘﻮر ﯾﺘﻜﻠﻢ ﻋﻦ أﺧﺒﺎر اﻟﻌﺎﻟﻢ. ﺑﻌﺪ  00:01اﻟﻰ اﻟﺠﺎﻣﻌﺔ. أول ﻣﺤﺎﺿﺮة ﺗﺒﺪأ اﻟّﺴﺎﻋﺔ 
ﺣﯿﺚ أﺟﺘﻤﻊ ﻣﻊ أﺻﺪﻗﺎﺋﻲ ﻓﻲ اﻟﻜﺎﻓﯿﺘﺮﯾﺎ ﻟﻨﺄﻛﻞ اﻟﻔﻄﻮر   00:21اﻟﻰ  02:11ذﻟﻚ ﻋﻨﺪي إﺳﺘﺮاﺣﺔ ﻣﻦ اﻟّﺴﺎﻋﺔ 
أذھﺐ اﻟﻰ اﻟﻤﺤﺎﺿﺮة اﻟﺜّﺎﻧﯿﺔ وﻣﻦ ﺛﻢ اﻟﻤﺤﺎﺿﺮة اﻟﺜّﺎﻟﺜﺔ.  00:21اﻟّﺸﺎي وﻧﺘﻜﻠﻢ ﻋﻦ أﺧﺒﺎرﻧﺎ.  اﻟّﺴﺎﻋﺔ  وﻧﺸﺮب
 ﺑﻌﺪ ذﻟﻚ أﻋﻮد اﻟﻰ ﺑﯿﺘﻲ ﻷﻋﻤﻞ واﺟﺒﺎﺗﻲ.
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أ ﻢﺛ يﺮﺠﻟﺎﺑ يرﺎﮭﻧ أﺪﺑأ  ةدﺎﻋ.صﺎﺧ ﺞﻣﺎﻧﺮﺑ ﺎﮭﻠﻓ ,ﻞﻤﻌﻟا مﺎﯾأ ﺎﻣأ ﺔﻋﺎﺴﻟا ﻦﻣ ﻲﻠﻤﻋ ﻰﻟا جﺮﺧ9:00  
 ﻰﻟا 
 ﻞﺧد عرﺎﺷ ﻲﻓ ﺪﺑرإ ﻲﻓ ﺖﻧﺮﺘﻧا ﻰﮭﻘﻣ ﻲﻓ ﻞﻤﻋأ ﺚﯿﺣﮫﯿﺳﺎﯿﻘﻟا مﺎﻗرﻸﻟ ﺲﯿﻨﯿﺟ ﺔﻋﻮﺳﻮﻣ*    ﺔﻋﺎّﺴﻟا
4:00  
 .سﺎﻨﻟا ﻦﻣ ﺮﯿﺜﻛ ﻰﻠﻋ فﺮﻌﺗأ ﻲﻧﻷ ﻲﻠﻤﻋ ﺐﺣأ .كﺎﻨھ ﻲھﺎﻘﻤﻟا دﺪﻋ ﺚﯿﺣ ﻦﻣ 
 
Expenses   ﻒﯾرﺎﺼﻣ* 
  Guinness book of world record   ﺲﯿﻨﯿﺟ ﺔﻋﻮﺳﻮﻣ ﮫﯿﺳﺎﯿﻘﻟا مﺎﻗرﻸﻟ * 
 
 
Reading Comprehension Guide 
 
Read the Text and answer the questions below in ENGLISH 
 
I. What type of text is this? 
       
 
II. What do you know about the character? 
1.   
2.   
3.  
III. What is the timeframe of the recount? 
1.  
IV. What is the sentence the writer used to entice his reader (i.e., make him interested) to 
read the text? 
1. ….…………………………………………………………………………………. 
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V. What are the events in the text and the details of the event if any: 
1.   ……………………………………………………………………………………… 
       ……………………………………………………………………………………… 
2.   ……………………………………………………………………………………… 
       ……………………………………………………………………………………… 
3.   ……………………………………………………………………………………… 
  ……………………………………………………………………………………… 
4.   ……………………………………………………………………………………… 
 ……………………………………………………………………………………… 
5.  ……………………………………………………………………………………… 
       ……………………………………………………………………………………… 
6.   ……………………………………………………………………………………… 
        ……………………………………………………………………………………… 
7.  ……………………………………………………………………………………… 
 ……………………………………………………………………………………… 
8.   ……………………………………………………………………………………… 
  ……………………………………………………………………………………… 
9.   ……………………………………………………………………………………… 
  ……………………………………………………………………………………… 






READING COMPREHENSION RUBRIC 
Reading comprehension rubric - Based on the text read- Student will get a 1 for the correct 
answer and a zero for the wrong answer.   
 
A. What type of text is this? 
 A Recount                                                                                                                  0 / 1           
B. Describe the Character? At least three of the following                                       0    1   2    3    
1. Shareef  is a male student at university                                                               
2.  He is 21 years old                                                                                                
3.  He has a job so he can help his dad in paying school tuition      
4.  He studies three times a week  
5. He is from Irbid from north Jordan 
6. Studies Political science 
7. Work four times a week 
C. Describe the timeframe of the recount? 
1.  Sharif’s daily routine during the week                                                        0 / 1              
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D. What is the hook in this recount? 
1.  Sharif works and studies during the week                                                  0 / 1              
…………………………………………………………………………………………. 
E. students are supposed to describe the events of the Recount and details of each event if 
available.   
0  = event or detail not present      1= every event present    1= for every detail present      
                                                                                                               Event          Detail     
1. Sharif’s day starts at 6 o’clock by running (for 45 minutes)            0 / 1          
2. Then he goes to school                                                                     0  / 1 
3. his first lecture is at 10                                                                      0 / 1 
and is his favorite                                                                                  0 / 1 
 Because he talks about the news of the world                                      0 / 1     
  
4. After that from 11:20-12  he has a break 
 and he meets my friends in the  cafeteria                                             0 / 1    
            to eat breakfast                                                                                     0 / 1 
                     and drink tea                                                                                        0 / 1 
           to talk about our news                                                                          0 / 1 
5. At 12 he starts the second lecture                                                      0 / 1 
6. then the third  lecture                                                                         0 / 1         
7. Then he goes home                                                                            0 / 1 
                             to do the homework for that day                                                      0 / 1         
8. On working day he starts his day with a run                                       0 / 1         
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9. Then  he goes to work form 9-4 .                                                        0 / 1 
         he works at a café in the street                                                                             0 / 1 
         that entered Guinness book of record for the number of cafes.                            0 / 1 
         He loves his job                                                                                                    0 / 1 
         Because he meets a lot of people                                                                          0 / 1 
                                                                                                                          =========== 
   Total =    / 26   
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 H XIDNEPPA
 ESAHP NOTUCRTSNOC-ED EHT GNIRUD DESU TXET LEDOM 
 ﯾﻮم ﻓﻲ ﺣﯿﺎة طﺎﻟﺒﺔ أردﻧﯿّﺔ
ﻊ واﻟﺪھﺎ و ﺗﺴﻜﻦ ﻣ \ﺳﻨﺔ  02ﻋﻤﺮھﺎ  \وھﻲ طﺎﻟﺒﺔ ﻓﻲ اﻟﺠﺎﻣﻌﺔ اﻻردﻧﯿّﺔ ﻓﻲ ﻋﻤﺎن. \ﺳﻠﻤﻰ ﻣﻦ اﻻردن 
ﺗﺪرس أداب اﻟﻠﻐﺔ اﻻﻧﺠﻠﯿﺰﯾّﺔ ﻷﻧﮭﺎ ﺗﺤﺐ اﻟﻘﺮاءة  \و وواﻟﺪﺗﮭﺎ و أﺧﺘﮭﺎ اﻟّﺼﻐﯿﺮة ﻓﻲ ﺷﻘﺔ ﻓﻲ ﻋﻤﺎن اﻟﻐﺮﺑﯿّﺔ.
ﺗﺬھﺐ اﻟﻰ اﻟﺠﺎﻣﻌﺔ   \وﻣﻦ ھﻮاﯾﺎﺗﮭﺎ اﻟﺘﻨﺲ و اﻟﺴﻔﺮ اﻟﻰ أﻣﺎﻛﻦ ﺟﺪﯾﺪة> ﻟﺘﺘﻌﺮف ﻋﻠﻰ ﺛﻘﺎﻓﺎت اﻟﻌﺎﻟﻢ<. \واﻟﺨﯿﺎل.
   \وھﻮ أﻓﻀﻞ ﯾﻮم ﻋﻨﺪھﺎ. \ﯾﻮم اﻟﺠﻤﻌﺔو ﺗﺒﺪأ ﻋﻄﻠﺔ ﻧﮭﺎﯾﺔ اﻻﺳﺒﻮع  \ﻣﻦ اﻷﺣﺪ اﻟﻰ اﻟﺨﻤﯿﺲ
وﻣﻦ ﺛّﻢ \ﺗﺸﺮب اﻟﺸﺎي ﻣﻊ ﻋﺎﺋﻠﺘﮭﺎ  \ﺻﺒﺎﺣﺎ. 03:01ﯾﻮم اﻟﺠﻤﻌﺔ ﺗﺼﺤﻮا ﺳﻠﻤﻰ ﻣﺘﺄﺧﺮة ﻓﻲ ﺣﻮاﻟﻲ اﻟّﺴﺎﻋﺔ 
 ﺗﺘﻨﺎول اﻟﻔﻄﻮر اﻟﺸﮭﻲ > اﻟﺬي ﯾﻌﺪّه واﻟﺪھﺎ وھﻮ اﻟﻌﺠﺔ ﻣﻊ اﻟﺒﺼﻞ و اﻟﺒﻘﺪوﻧﺲ.<
ھﻨﺎك ﺗﺠﺘﻤﻊ ﻣﻊ أﺑﻨﺎء  \ﺒﺔ اﻟﻐﺪاء.ﺗﻠﺘﻘﻲ اﻟﻌﺎﺋﻠﺔ ﻋﻨﺪ ﺑﯿﺖ ﺟﺪﺗﮭﺎ ﻟﺘﻨﺎول وﺟ 00:2ﻓﻲ ﺣﻮاﻟﻲ اﻟﺴﺎﻋﺔ 
 وﺑﻨﺎت ﺧﺎﻟﮭﺎ وﺧﺎﻟﺘﮭﺎ وﯾﻘﻀﻮن وﻗﺘﺎ ﻣﻤﺘﻌﺎ ﻓﻲ اﻟﺤﺪﯾﺚ ﻋﻦ أﺧﺒﺎر اﻟﻌﺎﻟﻢ.
 \و ﺑﻌﺪ ذﻟﻚ ﺗﺨﺮج ﻣﻊ أﺻﺪﻗﺎﺋﮭﺎ وﺻﺪﯾﻘﺎﺗﮭﺎ اﻟﻰ اﻟّﺴﻮق اﻟﺘﺠﺎري )اﻟﻤﻮل( \ﺗﻌﻮد اﻟﻰ اﻟﺒﯿﺖ  00:4ﻓﻲ اﻟﺴﺎﻋﺔ 
   .وﻋﺎدة ﯾﺘﻤﺸﻮن أو ﯾﺬھﺒﻮن اﻟﻰ اﻟﺴﯿﻨﻤﺎ
 وﯾﺒﺪأ روﺗﯿﻦ اﻷﺳﺒﻮع ﻣﺮة أﺧﺮى...\ﺔ >ﺣﯿﺚ ﺗﻌﻤﻞ واﺟﺒﺎﺗﮭﺎ ﻟﻸﺳﺒﻮع< ﯾﻮم اﻟﺴﺒﺖ ,ھﻮ ﯾﻮم اﻟﺪراﺳ
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A Day in the life of a Jordanian Student 
I am Salama from Jordan and I am a student at the university of Jordan in Amman. I am 
20 years old and I live with my father, mother, and younger sister in an apartment in east 
Amman. I study English literature because I like reading and imagination. Some of my hobbies 
are playing tennis and traveling to new places to get to know different cultures.  I go to the 
university from Sunday to Thursday and my weekend starts on Friday and it is my favorite day. 
On Friday I wake up late at around 10:30 in the morning. I drink tea with my family then 
I eat breakfast that my dad prepares and it is omelet with onions and parsley. At around 2:00 the 
whole family meet at my granddad’s  to eat lunch. There I meet with my cousins and we spend a 
nice time talking about the world news. At 4:00 we return home and them meet with my friends 
at the mall. We walk around or go to the cinema. Saturday is my studying day where I do my 





At the end of the study students answered the following questions: 
1.  Did learning to write a Recount genre help you in the reading comprehension of the Recount 
text? Explain. 
1………………..2………………….…3…………….……4 
Not at all        a little       somewhat          a lot  
Explain how your ability improved/ did not improve …. 
 
2. Your friend in the other Arabic class has an assignment to write a Recount genre, he asked you 
for help.  How would you explain to him/her to write the Recount genre. (you may use 
Arabic/English /illustrations  to answer this question) . 
182 
APPENDIX J 
WORKSHEET FOR BUILDING THE FIELD  
Connect the sentence with the corresponding pictures.  Then draw one of your own 
presenting one event of your daily routine and write a caption. 
 
                                                               يﺮﺠﻟا ﺔﺿﺎﯾر سرﺎﻤﯾ ﻲﻣﺎﺳ,يدﺎﻨﻟا ﻲﻓ 
                                                                            [in the club, Sammy practices running]                 
 
     ﺮﺗﻮﯿﺒﻣﻮﻜﻟا ﻰﻠﻋ ةﺪﯾﺮﺠﻟا  أﺮﻘﯾ ﻮھ                                                                     
                                                                       [He reads the newspaper on the computer]                                                  
             ءﺎﺴﻤﻟا ﻲﻓ ﻲﺗاﺮﺿﺎﺤﻣ ﻞﻛ                                                                              
183 
                                                                                  [All my lectures are in the evening] 
  ﺔﻋﺎﺴﻟا ﺖﯿﺒﻟا ﻦﻣ جﺮﺨﯾ ﻲﻣﺎﺳ8:00                                                                  
                                                                                           [Sammy leaves home at 8:00]     
                    
    ﺔﻋﺎﺴﻟا ﻮﺤﺼﯾ ﻲﻣﺎﺳ7:00      ًﺎﺣﺎﺒﺻ                                                                 
                                                                                     [Sammy wakes up at 7:00 in the morning] 
                                 
Figure 12. Worksheet for building the field             
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APPENDIX K 
PRACTICE EVENT AND TIME 




Time, Occurrences, & Linking of Events 
Time Markers 




[in the afternoon] ﺮﮭﻈﻟا ﺪﻌﺑ 
[in the evening] ءﺎﺴﻤﻟا ﻲﻓ 
[at 1:00 o’clock, 2:00 o’clock, etc.] .....,ﺔﯿﻧﺎﺜﻟا ,ةﺪﺣاﻮﻟا ﺔﻋﺎﺴﻟا 
[on Monday, Tuesday, …]   ,ﻦﯿﻨﺛﻻا مﻮﯾﯾ...,ءﺎﺛﻼﺜﻟا مﻮ  
 
Linkers 
[Then]  ﻢﺛ 
[after that] ﻚﻟذ ﺪﻌﺑ 
.....ﺪﻌﺑ(جوﺮﺨﻟا ﺪﻌﺑ ,يﺮﺠﻟا ﺪﻌﺑ ,رﻮﻄﻔﻟا ﺪﻌﺑ  :ًﻼﺜﻣ)    .  
[after, for example after breakfast after running, after going out] 
Occurrences 
 
+(                                                                                                            )- (    )                                                                                                                                                                                                                            
                               ًﺎﻤﺋاد  ًاﺪﺑأ                          ًﺎﻧﺎﯿﺣأ                          ًةدﺎﻋ  







PRACTICE EVENT FREQUECNY AND TIME  
Ask your friends and report. Follow the example.   













  ًﺎﺣﺎﺒﺻ\ ﺮﮭﻈﻟا ﺪﻌﺑ\  
 [morning/afternoon] 
 ًاﺮﮭظ\  ًءﺎﺴﻣ\  
[Noon/ evening] 
؟ﺔﻋﺎﺳ يأ ﻲﻓ 
[At what time?] 
ﻢﺳﻻا 
[name] 
[The event]   ثﺪﺤﻟا 
ﺮﮭﻈﻟا ﺪﻌﺑ 
[in the afternoon] 
 
ةﺪﺣاﻮﻟا ﺔﻋﺎﺴﻟا 




[eat dinner]  
 
 :لﺎﺜﻣ ؟ءﺎﺸﻌﻟا ﻞﻛﺄﺗ ﺔﻋﺎﺳ يا ﻲﻓ  
[example: At what time do you eat 
dinner]  
   ءﺎﻗﺪﺻﻻﺎﺑ نﻮﻘﺘﻠﯾ 
 
[meet with friends] 
   ﺖﯿﺒﻟا ﻰﻟا نودﻮﻌﯾ 
[return home] 
   ﻞﻤﻌﻟا نوأﺪﺒﯾ 

























[The event]   ثﺪﺤﻟا 




ﻢﮭﻓﺮﻏ ﻲﻓ نﻮﺳورﺪﯾ 
[study in their rooms] 
ﺗ ﻞھ :لﺎﺜﻣﺪ سر\؟ﻚﺘﻓﺮﻏ ﻲﻓ ﻦﯿﺳرﺪﺗ  




ﺮﮭﻈﻟا ﺪﻌﺑ نﻮﻣﺎﻨﯾ 
[sleep in the afternoon] 
   
 رﺎﺒﺧﻻا نوأﺮﻘﯾ 
[read the news] 




   
 ﺖﯿﺒﻟا ﻦﻣ نﻮﻟﺰﻨﯾ 
[Leave the house] 
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APPENDIX M 
VIDEO VIEWING GUIDE 
ﺪﻟﺎﺧ ﺔﺼﻗ 
 
...ىﺮﺧﻻا مﺎﯾﻻا ﻲﻓ 
[During the other days…] 
ﺪﻟﺎﺧ ﻞﻌﻔﯾ اذﺎﻣ؟  
[what does Khaled do?]   






[in the morning] 
  ﺪﻌﺑﺮﮭﻈﻟا  





ﺪﻟﺎﺧ ﻞﻌﻔﯾ اذﺎﻣ؟  








[in the morning]  
 
 
 ءﺎﺴﻤﻟا ﻲﻓ 











WORKSHEET FOR CONCEPTS OF GENRE AND REGISTER 
Genre and Register: Recipe Genre 
Genre  
1. What is the social purpose of the text?  
 
2. Cross cultural question: What would be the social purpose of this type of text in English? 
 
4. What are the stages of the genre and what is being achieved in each stage? (use table) 
 
5. What is the text type (i.e., genre)?  
 
Register 
4. What is the text about? 
 




6. What is the social relationship between the writer and the reader?   
(1 being formal and 4 informal  )             
Formal ……………………………….Informal 
1………………2…………..3……………..4 
Explain your answer………………………………………………………………………. 
 









PRACTICE: LEXICO GRAMMATICAL FEATURES   
The following sentences are from the Sequence of Events stage of Layla’s  Recount on daily 
routines  
1. Put the sentences in order to make a recount. Notice the thematic progression. 
2. Who are the participants?  What type of processes and what is there function? What are the 
types of circumstances used? 
  .ﻲﻧدرﻻا نﻮﺑﺰﻔﻠﺘﻟا ﻲﻓ ﺔﻌﯾﺬﻣ ﻰﻠﯿﻟ 
[Leila is an anchor in the Jordanian TV] 
  <.ﻢﻟﺎﻌﻟا لوﺪﻟا رﺎﺒﺧأ ﺎﻨﻟ ﻞﻘﻨﺘﻟ > ﺔﯿﺑﺮﻌﻟا .س.ب.ب ﺔﻜﺒﺷ ﻰﻠﻋ رﺎﺒﺧﻻا ﻊﯾُﺬﺗو 
[She broadcasts the news on Arabic BBC to give us the international news]  
اﺪﺣأ ﮫﯿﻓ ﻦﻜﻟو > ﻞﯾﻮط ﺎﮭﻠﻤﻋ مﻮﯾ<  .ةﺮﯿﺜﻛ ث  
[Her working day is long, but full of incidents occur] 
 حﺎﺒﺻ ﱠﻞﻛﺗﻆﻘﯿﺘﺴ ﻰﻠﯿﻟ ﻊﺑّﺮﻟاو ﺔﺳدﺎّﺴﻟا ﺔﻋﺎّﺴﻟا ﻲﻓ مّﻮﻨﻟا ﻦﻣ.  
[Every morning Leila wakes up at quarter past six] 
ﺗمﺎﻤﺤﻟا ﻞﺧﺪ \ وﺗ ﺲﺒﻠ\  وﺗﺮﻌﺷ ﻂّﺸﻤﺎھ.  
[She enters the bathroom, dresses up, and brushes her hair] 
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 ﺔﻋﺎﺴﻟا ﻲﻓ ﺐﺘﻜﻤﻟا ﻰﻟا ﺖﯿﺒﻟا ﻦﻣ لﺰﻨﺗ ﻢﺛ8:00 \  جرﺎﺧو ﺮﺗﻮﯿﺒﻣﻮﻜﻟا ﻰﻠﻋ ﺐﺘﻜﻤﻟا ﻲﻓ ﺎﮭﻠﻤﻋ ﻢﻈﻌﻣو
 ﺐﺘﻜﻤﻟاثﺪﺤﻟا نﺎﻜﻣ ﻲﻓ .  
[Then she leaves her home to go to the office at 8:00 and most of her work is 
at the office on the computer and outside the office at the incident site] 
ﻞﯾﻮط ﺖﻗو ﺬﺧﺄﯾ اﺬھو > ﺎﮭﯿﻠﻋ دﺮﻟﺎﺑ أﺪﺒﺗ (ﻞﯿﻤﯾﻹا) ﺔﯿﻧوﺮﺘﻜﻟﻻا ﻞﺋﺎﺳﺮﻟا ةءاﺮﻗ ﺪﻌﺑ ﺎﮭﻨﻣ<.  
[After reading the electronic mail [email] she answers them and this takes a 
long time] 
  ﺔﻋﺎﺴﻟا ﻲﻓ10:30 ﻼﻣز ﻊﻣ ةدﺎﻋ ﺲﻠﺠﺗ ,ﺔﺣاﺮﺘﺳﻻا ﺖﻗو ﻲھو ,ﺎﮭﺘﻠﺋﺎﻋ رﺎﺒﺧأ ﻦﻋ مﻼﻜﻠﻟ ﺎﮭﺋ\  رﺎﺒﺧﻻا هﺬھو
.ﺔﺣﺮﻔﻣ ﺎﻤﺋاد 
[at 10:30 and that is the time of her break, she usually sits with her colleagues to talk 
about her family news. And those news are always joyful] 
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 P XIDNEPPA
 TNUOCER EHT FO SERUTAEF GNISSIM EHT DDA OT :YTIVITCA
 ytivitcA ssalc-nI -retteB ti ekaM
  .p ,1102 ,isnoT-lA & ,lataB-lA ,datsurB(
 uoy naC – erneg tneve lautibah fo tnuoceR eht fo scitsiretcarahc eht wollof ton seod txet sihT
  ?retteb ti ekam
 dna stnapicitrap -sessecorp fo esu eht / noissergorp citamehT eht /erneG eht fo segats eht etoN
   !lacitirc eB  .txet eht tuohguorht snoitaulave  s’rohtua eht dna /secnatsmucric
 
  . ﺑﺮﻧﺎﻣﺞ ﺳﺎﻣﻲ ﻓﻲ اﻟﻜﻠﯿﮫ ﻟﯿﺲ ﻓﯿﮫ\ﺳﺎﻣﻲ ﻣﺼﻄﻔﻰ واﺣﺪ ﻣﻦ زﻣﻼء ﺧﺎﻟﺪ وأﺻﺪﻗﺎﺋﮫ ﻓﻲ اﻟﺠﺎﻣﻌﺔ
 
  أي ﺗﺪرﯾﺲ أو ﻣﺤﺎﺿﺮات ﻓﻲ ھﺬا اﻟﻔﺼﻞ > ﻷﻧﮫ ﻣﺸﻐﻮل ﺑﻜﺘﺎﺑﺔ رﺳﺎﻟﺔ اﻟﻤﺎﺟﺴﺘﯿﺮ وﻣﻮﺿﻮع  
 
 رﺳﺎﻟﺘﮫ ھﻮ "اﻟﺒﻨﻚ اﻟﺪوﻟﻲ واﻻﻗﺘﺼﺎد ﻓﻲ ﺑﻼد اﻟﻌﺎﻟﻢ اﻟﺜﺎﻟﺚ".<
 
  إﻻ ﯾﻮم -ﺳﺔ, > وﻟﺬﻟﻚ ﯾﺬھﺐ اﻟﻰ ﻣﻜﺘﺒﺔ اﻟﺠﺎﻣﻌﺔ ﯾﻮﻣﯿﺎ ً وﻟﯿﺲ ﻓﯿﮫ ﻣﻜﺎن ﻟﻠﺪرا \ﺑﯿﺖ ﺳﺎﻣﻲ ﺻﻐﯿﺮ
 
  ﺣﯿﺚ ﯾﻘﺮأ وﯾﻜﺘﺐ وﯾﻌﻤﻞ ﻋﻠﻰ اﻟﻜﻮﻣﺒﯿﻮﺗﺮ.< -اﻟﺠﻤﻌﺔ 
  
 وﻓﻲ ﯾﻮم اﻻرﺑﻌﺎء ﺑﻌﺪ اﻟﻈﮭﺮ ﯾﺬھﺐ ﺳﺎﻣﻲ ﻣﻊ ﺧﺎﻟﺪ وﺑﻌﺾ زﻣﻼﺋﮭﻢ اﻵﺧﺮﯾﻦ اﻟﻰ اﻟﻨﺎدي> ﺣﯿﺚ
 
  ﺎس<.  ﺧﺎﻟﺪ ﯾﺤﺐﯾﺠﻠﺴﻮن اﻟﻰ اﻟﻤﺴﺎء ﯾﺘﻜﻠﻤﻮن ﻋﻦ اﻟﺤﯿﺎة واﻟﻤﺴﺘﻘﺒﻞ وأﺧﺒﺎر اﻟﻜﻠﯿﺔ واﻟﺒﻠﺪ واﻟﻨ 
 
  اﻟﺸﻄﺮﻧﺞ ﻛﺜﯿﺮا,ً أﻣﺎ ﺳﺎﻣﻲ, ﻓﮭﻮ ﯾﺤﺐ ﺷﺮب اﻟﻘﮭﻮة واﻟﻜﻼم ﻣﻊ اﻟﺒﻨﺎت. 
195 
[Sammy Mustafa one of khaled’s friends at the university. Sammy’s program at the at 
college does not have any teaching or lectures during this semester because he is busy writing his 
Masters thesis. The topic of his dissertation is  the International Bank and economy in the third 
world countries. Sammy’s home is small and does not have a place to study therefore he goes to 
the library every day except Friday where he reads and write and works on the computer. 
On Wednesday afternoon, Sammy goes with Khaled and other friends to the club, where 
they sit till the evening talking about life, the future, and the news about college, the city and the 





FOCUS GROUP OF STUDENTS PRETESTS AND POSTTESTS’ TEXTS 
Zach’s pretest  
 
   
ﻆﻗﻮﯾ <ﺎﮭﺟوز>ﺖﺟوز ﻲھ .ﻊﺑرو ﺔﺳدﺎﺴﻟا ﺔﻋﺎﺴﻟا مﻮﯿﻟا أﺪﺒﯾ ﻦﺘﺴﯾﺮﻛ 
[Kristen starts the day at quarter past six o’clock.] 
Sequence 
of Events  
 
1 
ﺔﻌﺑﺎﺴﻟا ﺔﻋﺎﺴﻟا ﺮﻄﻔﯾ <ﻞﻛﺄﺗ> ﻞﻜﺗ ﻢﺛ 
 [Her husband wakes her up then she eats breakfast at seven o’clock] 
 2 
 ﻦﺘﺴﯾﺮﻛ.ﻊﺑرو ﺔﻨﻣﺎﺜﻟا ﺔﻋﺎﺴﻟا ﻞﻤﻋ ﺐھﺬﺗو جﺮﺨﺗ  
[She leaves and goes to work at quarter past eight o’clock]  
 3 
ﻞﯾﺰﻨﻣ دﻮﻌﯾوﺮﮭﻈﻟا ﺪﻌﺑ ﺐﺘﻜﻣ ﻲﻓ ﻞﻤﻋ ﻲھ ﺖﯿﺒﻟا ﻊﺑر ﻻا ﺔﺴﻤﺨﻟا ﺔﻋﺎﺴﻟا <لﺰﻨﻣ>  
[She works in an office in the afternoon and returns home at quarter to five 
o’clock] 
 4 
.ﻊﺑر ﻲﻟاﻮھو ﺔﺴﻤﺨﻟا ﺔﻋﺎﺴﻟا  ﻢﯿﺟ ﺐھﺬﺗو 
[she goes to the gym at five and about quarter]   
 5 
ﺎﺴﻟا ﺔﻋﺎﺴﻟا ﻦﺧﺪﺑ جوزو ﻞﯾﺰﻨﻣ دﻮﻌﺗ ﻢﯿﺟ ﻢﺛ.ﺚﻠﺛ ﻻا ﺔﻌﺑ  







Zach’s posttest  
On the posttest, Zach wrote the following: 
 ﻦﺘﺴﯾﺮﻛ ﺪﯿﺟ ةﺎﯿﺣ ﻲﻓ مﻮﯾ  
 [A day in the life  good Kristen] 
Title 1 
."س" ﺔﻌﻣﺎﺟ ﻲﻓ ﻞﻤﻌﺗ ﻦﺘﺴﯾﺮﻛ 
[Kristen works in university “X” 
Orientation 2 
:هﺬھ مﻮﯾ ﻲھ 
[she day this] to mean <this is her day> 
 3 
 <ﻲﻟاﻮﺣ>ةﺎﯾﻮھ ﻲﻓ <ﺎﮭﻈﻗﻮﯾ ﺎﮭﺟوز>  ﻆﻗﻮﯾ جوز ﻲھ٦ .ﻊﺑرو  






.نﻮﺴﯿﻔﯿﻠﯿﺘﻟا <ﺪھﺎﺸﺗ>ﻆﻗﻮﺗ ﻢﺛ 
[then wake up <watches> the television] 
 5 
.ةرﺎﯿﺴﻟا ﻲﻓ  <ﻞﻤﻌﻟا ﻰﻟا> ﻢﻠﻌﺗ ﺐھﺬﺗ ﻰﻟا جﺮﺨﺗو ءادﻮﺳ <ةﻮﮭﻗ>اﻮﺣأﺮﻄﻔﯾ ﺐھﺬﺗ ﺪﻌﺑ 
[after going take breakfast black coffee and leaves to go work in the car] 
 6 
.ﺮﺗﻮﺒﻣﻮﻜﻟا ﻰﻠﻋ ﺲﻠﺠﯾ ﻲھ <ﻞﻤﻌﻟا> ﻞﻤﻌﺗ ﻲﻓ 
[at work she sits on the computer]  
 7 
.لﺰﻨﻣ لﺰﻨﺗ ﻢﺛو ﺮﮭﻈﻟا ﺪﻌﺑ ﻲﻓ ﺔﺴﻤﺨﻟا  <ﺔﻋﺎﺴﻟا> ﺔﻌﺒﺴﻟا ﻰﻟا ﻞﻤﻌﺗ 
[she works till five o’clock in the afternoon and then she leaves home] 
 8 
.ﻢﯿﺠﻟا ﻰﻟا ﺐھﺬﺗ ﻊﺑرو ﺔﺴﻤﺨﻟا <ﻲﻟاﻮﺣ> ةﺎﯾﻮھ 
[Around quarter to five she goes to the gym] 
 9 
ﻟا ﺔﻌﺴﻟا<جوز>زوز ﻊﻣ ﺲﻠﺠﺗو لﺰﻨﻣ ﺐھﺬﺗو ﻢﯿﺠﻟا لﺰﻨﺗ ﺔﻌﺒﺴ  
[at seven o’clock she leaves the gym and goes home and sits with 
husband] 
 10 
ﻦﺘﺴﯾﺮﻛ ةﺎﯿﺣ هﺬھ .<ﻦﺧﺪﯾ>ﻦﺟﺪﯾو ةﺪﯾﺮﺠﻟا اﺮﻘﻧ ﻢھو 
[They read newspaper and smokes. This is Kristen’s life.] 
 11 







ﻊﺑر و ﺔﺳدﺎﺴﻟا ﺔﻋﺎﺴﻟا ﻲﻓ <ﺎﮭﻈﻗﻮﯾ> ﻆﻗﻮﯾ ﻦﺘﺴﯾﺮﻛ ﻲﺟوز ﺢﺒﺼﻟا ﻲﻓ 
[In the morning Kristen’s husband wakes her up at quarter past six] 
 





نﻮﯾﺰﻔﻠﺘﻟا ﻲﻓ رﺎﺒﺧا ﺪھﺎﺸﺗو ةﻮﮭﻗ بﺮﺸﺗ ﻢﺛ 
[Then she drinks coffee and watches the news on TV] 
 2 
ﻓةﻮﮭﻗ بﺮﺸﺗو ﻞﯾﺮﯿﺳ ﻞﻛﺄﺗ ةدﺎﻋ ﻦﺘﺴﺑﺮﻛو جوز ﻊﻣ ﺮﻄﻔﺗ ﺔﻌﺑﺎﺴﻟا ﺔﻋﺎﺴﻟا ﻲ  
[At seven o’clock she eats breakfast with her husband and Kristen 
usually eats cereals and drinks coffee] 
 3 
ﺐﺘﻜﻤﻟا ﻰﻟا ﺐھﺬﺗ ﻚﻟذ ﺪﻌﺑو ﺖﯿﺒﻟا جﺮﺨﺗ ﺔﻨﻣﺎﺜﻟا ﺔﻋﺎﺴﻟا ﻲﻓ 
[At eight o’clock she leaves home then goes to the office] 
 4 
اﺮﯿﺜﻛ ةﻮﮭﻗ بﺮﺸﺗو ﺐﺘﻜﻤﻟا ﻲﻓ ﻞﻤﻌﺗ ﻦﺘﺴﯾﺮﻛ ﻒﺼﻧو ﺮﺸﻋ ﺔﯿﻧﺎﺜﻟا ﺔﻋﺎﺴﻟا ﻲﻓ 
[At half past twelve o’clock Kristen works in the office and she drinks 
a lot of coffee] 
 5 
ﺖﯿﺒﻟا دﻮﻌﺗ ﻢﺛو ﻊﺑرﻻا ﺔﺴﻣﺎﺨﻟا ﺔﻋﺎﺴﻟا ﻰﺘﺣ ﻞﻤﻌﺗ ﻦﺘﺴﯾﺮﻛ 
[Kristen works till quarter to five then returns home] 
 6 
<ﻲﺿﺎﯾﺮﻟا>ﺔﺿاﺮﻟا يدﺎﻨﻟا ﺐھﺬﺗ ﻦﺘﺴﯾﺮﻛ ﻖﺋﺎﻗد ﺮﺸﻋو ﺔﺴﻣﺎﺨﻟا ﺔﻋﺎﺴﻟا ﻲﻓ 
[At ten minutes past five Kristen goes to the sports club] 
 7 
<ﺎﮭﺟوز>ﻲﺟوز ﻊﻣ ﺲﻠﺠﺗو ﺖﯿﺒﻟا دﻮﻌﺗ ﺮﮭﻈﻟا ﺪﻌﺑ ﺚﻠﺛ ﻻأ ﺔﻌﺑﺎﺴﻟا ﺔﻋﺎﺴﻟا ﻲﻓ ﻚﻟذ ﺪﻌﺑ 
[Then at twenty minutes to seven in the afternoon she returns home 
and sits with her husband]  
 8 
   
 
Henry’s posttest 
On the post-test, Henry wrote the following:  
ﺔﻌﻣﺎﺠﻟا ﻲﻓ ةذﺎﺘﺳأ ةﺎﯿﺣ 
[A life of a professor in the university] 
Title  
   1      
ﺳأ ﻦﺘﺴﯾﺮﻛ.ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا سّرﺪﺗ ."س" ﺔﻌﻣﺎﺟ ﻲﻓ ةذﺎﺘ  





.ﺎﮭﺟوز ﻊﻣ غﺮﺒﺴﺘﯿﺑ ﺔﻨﯾﺪﻣ ﻲﻓ ﻦﻜﺴﺗ ﻦﺘﺴﯾﺮﻛ 
[Kristen lives in the city of Pittsburgh with her husband.] 
 
3 
ﻟا ﻰﻟا <ﺐھﺬﺗ> ﺐﺣﺬﺗ ﺐﺤﺗ.<عﻮﺒﺳﻻا> عﻮﺒﺴﻟا مﻮﯾ ﻞﻛ ﺔﻨﺑﺪﻤ  
[She likes to go to the city every day of the week.] 
 
4 
.ﻖﺋﺎﻗد ﻊﺑرو ﺔﺳدﺎﺴﻟا ﺔﻋﺎﺴﻟا ﻲﻓ <ﻮﺤﺼﺗ> ﻮﺤﺴﺗ ﻦﺘﺴﯾﺮﻛ 





رﺎﺒﺧأ ﺪھﺎﺸﺗو ةﻮﮭﻗ بﺮﺸﺗ ﻢﺛ ﻦﻣ .ةﻮﮭﻗ ﻊﻣ ﻆﻗﻮﯾ ﺎﮭﺟوز .نﻮﯾﺰﻔﻠﺘﻟا ﻲﻓ  
[Her husband wakes her up with coffee. She them drinks coffee and 
watches new on television.] 
 
6 
.ةﻮﮭﻗ بﺮﺸﺗو ﻞﯾﺮﯿﺳ ﻞﻛﺄﺗو ﺔﻌﺑﺎﺴﻟا ﺔﻋﺎﺴﻟا ﻲﻓ ﺎﮭﺟوز ﻊﻣ رﻮﻄﻔﻟا ﻞﻛﺄﺗ ﻚﻟذ ﺪﻌﺑ 
[After that she eats breakfast with her husband at seven o’clock and 
eats cereal and drinks coffee.] 
 
7 
.ﺔﻌﻣﺎﺠﻟا ﻲﻓ ﺖﯿﺒﻟا جﺮﺨﺗ ﻖﺋﺎﻗدﺮﺸﻋ ﻻأ ﺔﻨﻣﺎﺜﻟا ﺔﻋﺎﺴﻟا ﻲﻓ 
[At fifty minutes to eight she leaves home to the university.] 
 8 
 ﺮﺸﻋ ﺔﯿﻧﺎﺜﻟا ﺔﻋﺎﺴﻟا ﻲﻓﺮﺗﻮﯿﺒﻤﻛ ﻦﻣ ﻞﻤﻌﺗو ءاﺬﻐﻟا ﻞﻛﺄﺗ ﻢﺛ ﻦﻣ .ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا سّرﺪﺗ ﺐﺤﺗ
.ﻒﺼﻧو 
[She likes teaching the Arabic language. She then eats lunch and 
works from the computer half past twelve ] 
 
9 
ﺮﮭﻈﻟاﺪﻌﺑ ﻲﻓ ﺖﯿﺒﻟا دﻮﻌﺗ ﻚﻟذ ﺪﻌﺑ 
[After that she return home in the afternoon ] 
 10 
.ﻖﺋﺎﻗد ﺮﺸﻋو ﺔﺴﻣﺎﺨﻟا ﺔﻋﺎﺴﻟا ﻲﻓ لﺰﻨﺗ ﻦﻜﻟو 
[But she leaves at ten minutes past five.] 
 11 
.<ﻲﺿﺎﯾﺮﻟا> عرﺎﻀﻟا يدﺎﻨﻟا ﻰﻟا ﻲﺸﻤﺗ ﻢﺛ ﻦﻣ 
[Then she walks to the sports club.] 
 12 
. ﺎﮭﺟوز ﻊﻣ ﺲﻠﺠﺗو ﺖﯿﺒﻟا دﻮﻌﺗ ﻚﻟذ ﺪﻌﺑ 
[After that she return to the house and sits with her husband.]  
 13 
.ﺎﮭﺟوز ﺐﺤﺗ ﻦﻜﻟو ﻦﺧد ﺐﺤﺗ ﻻ 
[She does not like smoking but she likes her husband.] 
 14 




In this sub-section Thomas’ pretest is analyzed. He wrote: 
 ﺔﺳدﺎﺴﻟا ﺔﻋﺎﺴﻟا ﻲﻓ ﻦﺘﺴﯾﺮﻛ ﻆﻗﻮﯾ دﻮﻤﺤﻣﻊﺑرو   
[Mahmood wakes Kristen up at six o’clock]  
Sequence of 




 بﺮﺸﺗو نﻮﯾﺰﻔﻠﺘﻟا ﺪھﺎﺸﺗ ﻲھ ﻢﺛو ةﻮﮭﻗ  
[then she watches television and drinks coffee] 
 2 
 , .. ﺔﻋﺎﺴﻟا ﻲﻓ۷ .دﻮﻤﺤﻣ ﺎﻣ ةﺪﯾﺮﺟ أﺮﻘﺗو ةﺮﯿﺜﻛ ةﻮﮭﻗ بﺮﺸﺗ ﺮﻄﻔﺗ ﻦﺘﺳﺮﻛ  
[at 7:00 Kristen eats breakfast drinks a lot of coffee and read 
the newspaper with her husband Mahmood ] 
 3 
ﺎﻤﺜﻟا ﺔﻋﺎﺴﻟا ﻲﻓ ﻚﻟذ ﺪﻌﺑ ﻞﻤﻌﻟا ﻰﻟا ﺐھﺬﺗ ﻲھ ﻖﺋﺎﻗد ةﺮﺸﻋ ﻻأ ﺔﯿﻧ  
[after that at ten minutes to eight she goes to work] 
 4 
  ﺔﻋﺎﺴﻟا ﻲﻓ۱۲٬30 ﺔﻋﺎﺴﻟا <ﻒﺼﻧ> ﻒﺴﻧ ﻲﻓ ءاﺬﻐﺗ و ﻞﻤﻌﺗ ﻦﺘﺴﯾﺮﻛ  
[at 12:30 Kristen works eats lunch in half an hour]  
 5 
ﺮﯿﺜﻛ ﻞﻤﻌﺗ ﻲھ ﻢﺛ ةﻮﮭﻗ بﺮﺸﺗو 
[and drinks coffee then works a lot] 
 6 
 ﺖﯿﺒﻟا ﻰﻟا دﻮﻌﺗ ﻲھ ﻊﺑر ﻻإ ﺔﺴﻣﺎﺨﻟا ﺔﻋﺎﺴﻟا ﻲﻓو 
[And at quarter to five she returns home] 
 7 
يدﺎﻨﻟا ﻰﻟا ﺐھﺬﺗ ﻦﺘﺴﯾﺮﻛ ﻖﺋﺎﻗد ةﺮﺸﻋو ﺔﺴﻣﺎﺨﻟا ﺔﻋﺎﺴﻟا ﻲﻓ ﻚﻟذ ﺪﻌﺑو 
[And then at ten minutes past five Kristen goes to the club] 
 8 
دﺎﻨﻟا ﻲﻓ ﻦﺘﺴﯾﺮﻛ <ﻲﻟاﻮﺣ> ثداﻮھ ي۸۰  ﻖﺋﺎﻗد  
[Kristen is in the club for about 80 minutes] 
 9 
ﺚﻠﺛ ﻻإ ﺔﻌﺑﺎﺴﻟا ﺔﻋﺎﺴﻟا ﻲﻓ ﺖﯿﺒﻟا ﻰﻟا دﻮﻌﺗو لﺰﻨﺗو 
[And she leaves and returns at twenty minutes to seven]  
 10 
دﻮﻤﺤﻣ ﺎﻣ ﺲﻠﺠﺗ ﻦﺘﺴﯾﺮﻛ ﺖﯿﺒﻟا ﻲﻓ 
[At home Kristen sits with Mahmood] 
 11 
 ﻊﯿﻄﺘﺴﯾ ﻻ ﻦﻜﻟو ﻦﺧﺪﯾ دﻮﻤﺤﻣو ﻦﺧﺪﻟا ﺐﺤﺗ ﻻ ﻲھ ّاﻦﺧﺪﯾ  <ّنﻻا> ن  
[She does not like smoking and Mahmood smokes but he 
cannot smoke now] 
 12 
هﺎﻣ ﻢﻠﻜﺘﺗو ةﺪﯿﻌﺳ ﻦﺘﺴﯾﺮﻛ ﻢﺛ 
[Then Kristen is happy and talks to him] 
 13 
201 




On the posttest Thomas wrote the following: 
ﻦﺘﺴﯾﺮﻛ ةذﺎﺘﺳﻻا ةﺎﯿﺣ ﻲﻓ مﻮﯾ 





"س" ﺔﻌﻣﺎﺠﻟا ﻲﻓ ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟا ةذﺎﺘﺳﻻا ﻦﺘﺴﯾﺮﻛ 




ﺎھﺪﻨﻋ ﻲھو ﺔﻨﯾﺪﻤﻟا ﻲﻓ ﻦﻜﺴﺗ دﻮﻤﺤﻣ ﮫﻤﺳا <ﺎﮭﺟوز> ﺎﮭﺘﺟوز  
[She lives in the city and she has a husband named Mahmood] 
 3 
ﺖﺒﺴﻟا مﻮﯿﻟا ﻲﻓ ﻞﻤﻌﺗ ﺲﯿﻟ ﻦﻜﻟو مﻮﯾ ﻞﻛ ﺔﻌﻣﺎﺠﻟا ﻲﻓ ﻞﻤﻌﺗ ﻲھ 
[She works at the university everyday but does not work on Saturday] 
 4 
ﻀﻔﻣ ﺮﮭﻈﻟا ﺪﻌﺑ عﻮﺒﺳﻻا ﻲﻓ لوﻻا مﻮﯿﻟاوﺎﮭﻠ  
[The afternoon of the first day of the week is her favorite] 
 5 
 ﺔﻋﺎﺴﻟا ﻲﻓ مﻮﯾ أﺪﺒﺗ ﻦﺘﺴﯾﺮﻛ٦٬۱٥ ﻲھ ﻆﻗﻮﯾ <ﺎﮭﺟوز>ﺎﮭﺘﺟوز  





.ﺲﻘﻄﻟا ﺞﻣﺎﻧﺮﺒﻟا نﻮﯾﺰﻔﻠﺘﻟا ﺪھﺎﺸﺗ ةﻮﮭﻗ بﺮﺸﺗ ﻲھو 
[She drinks coffee and watches television the weather forecast] 
 7 
ﺲﻤﺸﻣ ﺲﻘﻄﻟا ﺎﮭﺘﻨﯾﺪﻣ ﻲﻓ 
[In her city the weather is sunny] 
 8 
 ﺔﻋﺎﺴﻟا ﻲﻓ ﻢﺛ۷٬۰  ةﺮﯿﺜﻛ ةﻮﮭﻗ بﺮﺸﺗ– ةﻮﮭﻗ ﺐﺤﺗ-  
[Then at seven o’clock she drink a lot of coffee- she likes coffee-] 
 9 
ﺎﮭﺘﺟوز ﺎﻣ ﺲﻠﺠﺗوﺲﻟﺎﯾﺮﯿﺳ ﺮﻄﻔﺗو <ﺎﮭﺟوز>  
[And she sits with her  husband and eats cereals ] 
 10 
ةﺪﯾﺮﺟ ﺎھﺪﻨﻋو 
[And she has a newspaper ] 
 11 
 ﺔﻋﺎﺴﻟا ﻲﻓ۷٬٥۰ ﻞﻤﻌﻟا ﻰﻟا ﺐھﺬﺗ  
[At 7:50 she goes to work] 
 12 
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ﺔﻋﺎﺴﻟا ﺲﻔﻧ ﻲﻓ ءاﺬﻐﻟا ﺎھﺪﻨﻋو ﻞﻤﻌﺗ ﻚﻟذ ﺪﻌﺑ- اﺮﯿﺜﻛ ﺔﻟﻮﻐﺸﻣ ﻲھ-  
[After that she works and she has lunch at the same time- she is very 
busy-] 
 13 
 ﺔﻋﺎﺴﻟا ﻲﻓ ﻢﺛ٤٬٤٥ ﺎﮭﺘﯿﺑ ﻰﻟا دﻮﻌﺗ  
[Then at 4:45 she returns to her home] 
 14 
 ﺔﻋﺎﺴﻟا ﻲﻓو٥٬۱۰ ﺎﮭﻠﻀﻔﻣ يدﺎﻨﻟا ﻰﻟا ﺐھﺬﺗ  
[And at 5:10 she goes to her favorite club ] 
 15 
بﺮﺸﺗو ﻞﻤﻌﺗ يدﺎﻨﻟا ﻲﻓ ﺮﯿﺜﻛ ءﺎﻣ  
[At the club she works and she drinks a lot of water] 
 16 
 ﺔﻋﺎﺴﻟا ﻲﻓ ﺎﮭﺘﯿﺑ ﻰﻟا دﻮﻌﺗ ﻢﺛ٦٬٤۰  
[She returns to her home at 6:40]  
 17 
ﻦﺧﺪﯾ نأ ﻊﯿﻄﺘﺴﯾ ﺲﯿﻟو ﻦﺧﺪﯾ ﻮھ ﻦﻜﻟو <ﺎﮭﺟوز> ﺎﮭﺘﺟوز <ﻊﻣ> ﺎﻣ ﺎﮭﻧﻷ ةﺪﯿﻌﺳ ﻲھو 
[And she is happy because she is with her husband but he smokes and 
he cannot smoke now] 
 18 
ﺎﮭﺘﺟوز ﺐﺤﺗو ةﺪﯿﻌﺳ ﻲھو ﻦﺧﺪﯾ ﻻ <ﺎﮭﺟوز> ﺎﮭﺘﺟوز ﻚﻟذ ﺪﻌﺑ 
[After that her husband does not smoke and she is happy and she 
loves her husband] 
 19 
ﻢﻟﺎﻌﻟا ﻰﻠﻋ نﻮﻤﻠﻜﺘﺗو نﻮﺴﻠﺠﺗ <ﻢھ>ﻢﻛ 
[They sit and they talk about the world] 
 20 
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